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Abstract
This Organizational Improvement Plan (OIP) explores opportunities to prioritize, teach, and
assess intercultural competency in students at a large independent boarding school. The school
currently assumes that the presence of a diverse population will result in intercultural learning, a
strategy shown to be ineffective. Considering culture as the combined beliefs and behaviours of
individuals due to the groups they have been a part of, and intercultural competency as the ability
to interact appropriately with individuals who are different from oneself, the range of countries
of origin and backgrounds of students, including boarders, provides diversity that could be
leveraged to create opportunities for intercultural learning if appropriately facilitated.
Intercultural competency has been identified as a key skill supporting the school’s strategic goal
of developing global stewardship, defined by the school as a sense of social and environmental
responsibility based upon a broad global perspective, global competencies, and the ability and
desire to take action to promote a sustainable future. Combining servant leadership with
culturally responsive school leadership, this OIP navigates existing structures of distributed
leadership through an intentional reflection and change process. The outcome is the proposed
institutional integration of culturally responsive school leadership principles and the
development of a framework of articulated goals for global and intercultural competency. With
specific targets set, teaching strategies intentionally integrating the perspectives of students from
diverse backgrounds may support meaningful interactions, directed by experiential learning
theory, leading to increased intercultural competency.
Keywords: culturally responsive school leadership, servant leadership, independent
boarding school, global stewardship, intercultural competency, distributed leadership,
experiential learning
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Executive Summary
WCS (a pseudonym) is a large independent school with a small international boarding
population in an urban centre on the Pacific coast of North America. The school has been guided
for almost a decade by a strategic plan that emphasizes academic skills, character development,
and global stewardship (WCS, 2011). Defined by the school as a sense of social and
environmental responsibility based upon a broad global perspective (WCS, 2016), a set of global
competencies, and the ability and desire to act to promote a sustainable future, global
stewardship has seen the least progress to date. Identified as a key competency of global
stewardship education, intercultural competency focuses on one’s ability to interact in positive
and respectful ways and to learn from experiences with individuals from other backgrounds
(Bennett, 1993; Deardorff, 2020). This Organizational Improvement Plan (OIP) examines how
the school might address a lack of intentionality in the development of intercultural competency
across the school. The problem of practice examined asks how the school might prioritize, teach,
and assess intercultural competency to further the school goal of developing global stewardship.
In this context, culture refers to the beliefs, values, norms, and behaviours that individuals hold
due to the groups they have been a part of (Fraise & Brooks, 2015). The boarding population
adds diversity to the school by including students from 20 countries representing a range of
perspectives owing to their national identities, ethnicities, languages, religions, genders,
sexualities, socioeconomic statuses, and systems of knowledge.
Based on research findings from culturally diverse university settings (Denson & Chang,
2009; Guo & Chase, 2011; Gurin, Dey, Hurtado, & Gurin, 2002), the leadership at WCS believes
in the potential to benefit from interaction with the cultural diversity afforded by a diverse
student population supplemented by international boarding students. Unfortunately, the school
has not been intentional in developing intercultural competency, relying almost exclusively on
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the ineffective strategy of immersion and informal interactions (Lantz-Deaton, 2017). At the
same time, the school has come to understand that deculturalization processes (Spring, 2016)
may be impacting international students through the replacement of their culture with the
dominant school culture (Fraise & Brooks, 2015). Experiential learning theory suggests that
intentionality is key to developing meaningful experiences (Kolb, 1984).
Chapter 1 outlines the theoretical framework upon which this OIP is built, provides an
overview of relevant organizational history, analyzes the problem of practice, and looks at
readiness for change. Intercultural competency theory as outlined by A. Lee, Poch, Shaw, and
Williams (2012) builds upon the experiential learning framework proposed by Kolb (1984).
Interactions with cultural difference, supported by reflection, can result in cognitive change.
Further experimentation with new ideas prepares the student for additional intercultural
experiences (A. Lee, Poch, et al., 2012). Both Bennett’s (1993) developmental model of
intercultural sensitivity (DMIS) and Deardorff’s (2006) process model of intercultural
competency development build on this theory and are proposed as the basis for understanding the
development of intercultural competency at the school. Chapter 1 ends with an analysis of
factors affecting readiness for change (Judge & Douglas, 2009). Examining the school through
these approaches shows that there is a high level of trust in the school leadership, staff who are
motivated to give their best and innovate, engaged champions of change, and structures and
systems that have allowed change projects to be successful in the past.
The author, as the senior leader responsible for the boarding program, has the agency
within a distributed leadership model (Spillane, 2006) to work with other members of the senior
leadership team in support of change. Understanding distributed leadership as a means to
organize efforts, I employ servant leadership (van Dierendonck, 2011) and culturally responsive
school leadership (Marshall & Khalifa, 2018) principles to lead change.
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In Chapter 2, analysis of the organization through Nadler and Tushman’s (1989)
congruence model reveals that the work and output of the organization are out of alignment with
the inputs and the school’s strategy. Three solutions to address the identified gaps are proposed
for implementation through an integrated approach based on the change path model (Cawsey,
Deszca, & Ingols, 2016). The first is the integration of an internationally focused, culturally
responsive leadership approach. Based on the work of Khalifa (2018), this solution involves the
development of a leadership statement and decision-making framework to help guide critical
reflection at the school level. Shifting policy and practice through this approach could better
support the diverse student population (Marshall & Khalifa, 2018; Minkos et al., 2017) and
reduce deculturalization (Fraise & Brooks, 2015). Second, I suggest defining global stewardship
in terms of process and competency goals to promote programming at the school to directly
teach and assess these skills, including intercultural competency (Deardorff, 2015; OECD,
2018). With this framework in place, the third solution, the development of intentional learning
experiences (Arkoudis et al., 2013), offers opportunities to learn from intercultural experiences
and address the key concern of the problem of practice in an experiential way.
Chapter 3 outlines a participative change process that employs pilot projects and
feedback loops (Langley et al., 2009) to enact change. The implementation plan includes
professional development, a communications strategy, and measurement tools including surveys,
interviews, the Intercultural Development Inventory (Hammer, Bennett, & Wiseman, 2003), and
a custom assessment tool (Deardorff, 2009). Implementation efforts and the institutionalization
phase of the change project are intended to inform future strategic planning efforts as
intercultural competency grows at the school due to intentional interactions between students.
The plan ends with an examination of limitations and next steps for consideration as
implementation is explored and the change becomes institutionalized.
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Terms and Definitions
The following key terms are referenced frequently throughout this document. Functional
definitions are provided below.
Culture is a broad term encompassing “the beliefs, norms, traditions, and customs of a
certain group of people, with each group defining these from an insider’s perspective” (Fraise &
Brooks, 2015, p. 10). For the purposes of this OIP, culture is the combined set of beliefs and
behaviours individuals bring to the school because of their previous experiences and
backgrounds.
Diversity is a broad term encompassing individual, group, and social differences (A. Lee,
Poch, et al., 2012). In the context of WCS, this includes not only national and cultural identity,
but also ethnicity, language, religion, socioeconomic background, gender, sexuality, and systems
of knowledge.
Cultural diversity is described in the United Nations Universal Declaration on Cultural
Diversity as differences in the “distinctive spiritual, material, intellectual and emotional features
of society or a social group, and . . . encompasses, in addition to art and literature, lifestyles,
ways of living together, value systems, traditions and beliefs” (Office for the High
Commissioner for Human Rights, 2001, p. 1). As a recruitment strategy at WCS, development of
cultural diversity involves selection of students from different parts of the world because of the
different experiences and upbringings they have had, as informed by the groups and cultures they
have been a part of (The Association of Boarding Schools, 2016).
Global stewardship, one of the strategic goals of WCS, is a sense of social and
environmental responsibility based upon a broad global perspective, a set of global
competencies, and the ability and desire to take action to promote a sustainable future. The two
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key sub goals identified include developing global competency and environmental
consciousness.
Global competencies are the knowledge, behavioural, skill, and attitudinal outcomes that
allow individuals to “examine local, global and intercultural issues, understand and appreciate
different perspectives and world views, interact successfully and respectfully with others, and
take responsible action toward sustainability and collective well-being” (OECD, 2018, p. 4).
Intercultural competency is a subset of global competencies focused on the ability to
interact in positive and respectful ways and to learn from experiences with individuals from other
cultures (Bennett, 1993; Deardorff, 2009). Intercultural competency is “about improving human
interactions across difference, whether within a society (differences due to age, gender, religion,
socio-economic status, political affiliation, ethnicity, and so on) or across borders” (Deardorff,
2020, p. 5). In this OIP, intercultural competency is a key global competency to be developed as
part of global stewardship.
Leveraging cultural diversity in the context of this OIP is the actions involved in
intentionally making use of the cultural similarities and differences the students bring to the
school in support of developing intercultural competency in students (A. Lee, Poch, et al., 2012).
Culturally responsive school leadership (CRSL) is “the ability of school leaders to
create school contexts and curriculum that responds effectively to the educational, social,
political, and cultural needs of students” (Khalifa, Gooden, & Davis, 2016, p. 1278). In the
context of this OIP, CRSL is proposed as a leadership approach to inform decision making at the
school level to meet the needs of a culturally diverse student population.
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CRSL

Culturally Responsive School Leadership

DMIS

Developmental Model of Intercultural Sensitivity

IB

International Baccalaureate

IDI

Intercultural Development Inventory

ILF

Interaction for Learning Framework
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Chapter 1: Introduction and Problem
West Coast School (WCS; a pseudonym), a North American day/boarding school, strives
to be an internationally recognized institution focused on academic excellence, character
development, and global stewardship. Chapter 1 of this Organizational Improvement Plan (OIP)
outlines the organizational context of WCS, explores how the school has defined global
stewardship as a strategic goal, and highlights challenges the school has faced in achieving
traction in this area. The evolving role of the boarding program and its connection to the strategic
plan are outlined. A problem of practice examining how the school might prioritize, teach, and
assess the development of intercultural competencies, one element of the school’s goal of
building global stewardship, is then explored. The author’s personal agency and approach to
leadership within the school are outlined, along with an envisioned future state and an analysis
demonstrating the preparedness of the school to engage in a change process.
Organizational Context
Founded in a major urban centre on the west coast of North America almost a century
ago, WCS strives to be a globally focused leader amongst independent schools. The school has
become one of the largest in its area (National Association of Independent Schools, 2016) and is
consistently ranked in the top 5% of schools in its region for performance on standardized exams
and graduation rates ([Ratings Organization], 2018). Attrition at the school is under 2% and the
admissions process becomes increasingly selective each year (WCS, 2018a). Unique within the
school’s region, WCS’s boarding program for secondary students serves approximately 10% of
the population. Agreements with the municipality limit the overall school size, and the
organization’s focus has shifted from expansion to the renewal of facilities, the development of
programming, and the diversification of the student population. For this OIP, diversity is
understood to be individual, group, and social differences due to the backgrounds and
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experiences of individuals (A. Lee, Poch, Shaw, & Williams, 2012) and includes not only
national and cultural identity, but also ethnicity, language, religion, socioeconomic background,
gender, sexuality, and systems of knowledge (Bowman, 2010; Clayton-Pederson, O’Neill, &
McTighe Musil, 2017; A. Lee, Williams & Kilaberia, 2012). In this context, culture refers to the
beliefs, values, norms, and behaviours that individuals hold due to the groups they have been a
part of, interpreted from an emic perspective (Fraise & Brooks, 2015; Office for the High
Commissioner for Human Rights, 2001). Through the ongoing intentional recruitment of
international boarding students from over 20 countries, the school believes it has further
diversified an already diverse student population. Strategic change in the boarding program over
the past decade and the evolving role of boarding at the school are explored in more detail later.
As a nonprofit independent school, the majority of funding comes from student tuition
(WCS, 2018a). Consequently, the school caters primarily to more affluent families that value and
can afford the cost of an independent education. As immigration and global mobility have
changed the demographics of the west coast (Statistics Canada, 1996, 2017; U.S. Census Bureau,
2010, 2017), the population of the school has evolved from primarily Caucasian to a mixture
highly representative of the cultural makeup of the surrounding communities. In particular, there
is a higher percentage of families of Asian descent than national averages (Statistics Canada,
2017; U.S. Census Bureau, 2017). The boarding program focuses on providing additional
diversity by hosting students from around the world (WCS, 2018a).
Over much of the past decade, a powerful 10-year strategic plan led by a visionary head
of the school has focused on learning, character development, and global stewardship with the
aspiration of becoming a global school. The mission, vision, and strategic plan call for an
emphasis on core academic skills, 21st century global skills, an international outlook, and the
development of graduates who have a positive impact on the global community. Teaching a
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governmentally prescribed curriculum through a liberal arts approach, the school values both a
broad academic program and a strong extracurricular experience guided by core values (WCS,
2011). Each of the three strategic goals are explored in the sections below.
Strategic priorities: Character development and academics. Through annual
operational plans, significant traction has been observed in changes to the character development
program and in the academic experience. For example, the school has developed core values that
guide the personal care of the students. These are supported by a weekly advisory program,
workshops, guest speakers, and an enhanced service program. Academically, the school has been
changing from a product-oriented to a process-oriented approach, with shifts in the style of
assessment and reporting through significant professional development for the faculty. The
development and implementation of a professional learning program and a collaborative teacher
development process are pushing the educators in the school to learn, implement, and critique
research-based methodologies in their classrooms (WCS, 2013). Over the past three years,
teachers have been seconded into coaching roles for literacy and assessment to further support
these areas. Although there are always improvements to be made, the current strategic plan has
pushed the school to modernize teaching and learning at WCS, and the school celebrates the
progress achieved (WCS, 2018a). Overall, these changes also demonstrate the school’s capacity
for change and ability to respond to evolving needs (Cawsey, Deszca, & Ingols, 2016).
Global stewardship as a strategic priority. Global stewardship is defined by WCS as a
sense of social and environmental responsibility based upon a broad global perspective, a set of
global competencies, and the ability and desire to take action to promote a sustainable future
(WCS, 2017). In adopting a new term to describe this strategic priority, WCS gave a name to a
set of abstract concepts without first defining a theoretical framework. Efforts have been made to
link the school’s service program, environmental initiatives, and international travel program to
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this goal; with loosely defined objectives, almost any initiative could be considered to be in
alignment with global stewardship without necessarily having a meaningful impact.
Two leaders have been assigned to support global stewardship. Specific initiatives have
included the development of a global theme week, a year-long program for one class of Grade 10
students, and new relationships with local and international organizations. The global theme
week involves faculty, students, and external resources developing, delivering, and participating
in workshops addressing issues of social justice, environmental sustainability, international
development, and service. Although the initiatives listed have been successful, an internal review
conducted in 2017 revealed there is still much work to do in moving the school from a focus on
events towards a “culture of global stewardship” (WCS, 2017, p. 7). While this culture of global
stewardship has not been defined by the school, the review document encourages a shift towards
greater emphasis on understanding global issues and developing intercultural competency in all
curricular and extracurricular programs.
Intercultural competency in global stewardship. Deardorff (2020) has defined
intercultural competencies as skills leading to “improving human interactions across difference,
whether within a society (differences due to age, gender, religion, socio-economic status,
political affiliation, ethnicity, and so on) or across borders” (p. 5). These skills are foundational
to developing global competency, especially in building an understanding of different
perspectives/worldviews and establishing positive interactions with others (Deardorff, 2015;
Organisation for Economic Co-operation and Development [OECD], 2018). Giving students the
tools to understand multiple ways of knowing is critical for students to be able to ask, explore,
and act on issues of social and moral responsibility (Dei, 2016). The implications are broad, with
the United Nations Educational, Scientific and Cultural Organization (UNESCO) suggesting that
“intercultural competences empower the participating groups and individuals and enable them to
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interact with cultural ‘others’ with a view to bridging differences, defusing conflicts and setting
the foundations of peaceful coexistence” (Leeds-Hurwitz, 2013, p. 6). The model of intercultural
competency in use at the school is outlined later in the chapter.
Boarding at WCS. At the outset of the current strategic plan, development of a highquality boarding program was identified as a fourth strategic priority (WCS, 2011). Before 2010,
the boarding program was viewed primarily as a tool to financially support the school. The
standards for admission for boarding were lower and the boarding program was anecdotally
viewed as a back door for those who could afford the significantly higher tuition. There was a
low level of commitment, and many of the boarders enrolled were those who had been
unsuccessful in obtaining day student placements. In some extreme cases, students were
permitted to register and pay boarding fees while continuing to live at home. As a result, the
boarding program had low operating costs and a profit margin that supported school operations.
Following the identification of boarding as a strategic priority, significant resources were
invested to develop a curriculum. Concurrent recruitment of students from around the world built
a population of boarding students more engaged with the school community because they lived
away from their families. Financial aid was used strategically to increase the diversity of the
population and recruit students who otherwise might not be able to attend. The boarding
community now represents at least 20 countries and includes international students receiving
partial support through to full scholarships (WCS, 2018a). The resulting impact on the boarding
program was dramatic. For example, over a five-year period, the percentage of students spending
weekends on campus shifted from approximately 15% to over 90% (WCS, 2018a). The boarding
experience improved so dramatically that it was transitioned to a theme cross-cutting the other
three priorities halfway through the timeline of the current strategic plan (WCS, 2016c).
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Although the school celebrates the success of the change in the boarding program, recent
fiscal modelling has shown that the costs of operating the program are now approximately equal
to the revenue. WCS faces the tension confronted by many educational institutions in balancing a
desire to meet the needs of students with maintaining fiscal responsibility (Bowman, 2017;
Machin, 2014; Waterson, 2016). Consequently, conversations at the leadership team level have
shifted to focus on finding ways to continue to increase the learning potential from the boarding
program through connection with, and in support of, the other strategic priorities. This OIP looks
to enact change that continues to shift the perspective of the school towards viewing a diverse
boarding community as an integrated and integral part of WCS supporting the mission, vision,
and strategic plan, through a particular focus on the development of intercultural competency.
Boarding and intercultural competency. The leadership of WCS believes that the
boarding program is positioned to offer significant opportunities to support student development
and achievement of the school’s globally focused vision (WCS, 2016c), particularly through
intercultural competency development. Halicioglu (2016) suggested that boarding offers “a
community which can be rich in supportive encounters that enable genuine intercultural
understanding” (p. 145). WCS would like for all students to have the quality of intercultural
experience that boarding offers, not only those who live on campus. Research by Denson and
Chang (2009) showed that the interactions that take place on undergraduate campuses with
higher levels of diversity positively impacted the academic skills, self-efficacy, and ability of all
students to engage with others. The work of Gurin, Dey, Hurtado, and Gurin (2002) suggested
that the postsecondary environment can be particularly beneficial for intercultural development
when it differs significantly from the home and community background. Going away to college
and living on campus provides a time and space to explore social roles and connections. This
matches a conceptual model presented by Bowman (2010), where cognitive growth occurs when
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there is interaction with diversity resulting in a need to reconcile the experience or change views.
Gurin et al. focused on the importance of the informal, out-of-class intercultural interactions that
occur when students live together in addition to classroom learning experiences. Other
researchers have also found that informal intercultural interactions are positively associated with
improved academic performance for students (Lewis et al., 2018). With a diverse student
population representing the metropolitan area the school is located in, complemented by the
additional diversity added by boarding, the school sees the opportunity for all students to learn
from intercultural interaction.
The findings outlined do not discount the importance of intentionality, as coordinated
efforts to provide intercultural experiences have been shown to lead to increased engagement
with diversity and positive outcomes (Denson & Chang, 2009; Lantz-Deaton, 2017). These
positive outcomes include increases in critical thinking and problem solving skills (Bowman,
2010), the ability to interact with others (Chang, Denson, Sáenz, & Misa, 2006; Gurin et al.,
2002), and informed citizenship (Denson, Bowman, & Park, 2017). A. Lee, Poch, Shaw, and
Williams (2012) called for “efforts to develop and implement pedagogy that leverages the
diversity resources of a campus for the benefit of students’ learning and development” (p. 6)
involving intentional experiences for students to interact actively and in an ongoing manner with
individuals of different backgrounds. This use of the term leverage is foundational to this OIP.
Leverage is understood to be the act of intentionally using something that is present to achieve
new or better outcomes. At WCS and within the context of this OIP, leveraging cultural diversity
means finding ways to intentionally share the backgrounds and lived experiences of members of
the school community to develop intercultural competency in all students. A. Lee, Poch, et al.
went on to suggest that because of the differences in personal, life, and social experiences, “all
students are understood to bring diversity resources to the institution” (p. 7) that could be
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leveraged for learning. Guo and Chase (2011) found that when they brought diverse students
together and focused on providing intentional intercultural experiences, “students educated each
other about global issues and global responsibilities in moving towards the goal of global
citizenship” (p. 314). Although different from the postsecondary environment, a secondary
school with an international boarding population may present an enhanced opportunity to
provide meaningful interactions and intercultural competency development before college.
Unfortunately, data from recent surveys of WCS alumni (including boarding students)
show that, although students felt that the presence of boarding students contributed to the quality
of their experience, it did not necessarily have a significant impact on their opportunities to
interact in meaningful ways with individuals holding different opinions or perspectives from
their own (WCS, 2019a). As a result, there is much work to be done to ensure that all graduates
have experiences interacting with others that result in the development of intercultural
competency. This survey was conducted by the school’s alumni department as part of a review of
progress towards achievement of the strategic plan. Although the results have been kept internal,
select measures have been shared publicly through school publications, and the head of the
school has granted permission to use these data sets in this OIP. Finding ways to increase the
integration of boarding students within the school may help to further encourage opportunities
for meaningful interactions and the desired intercultural competency development.
Intercultural competency and deculturalization. While recognizing the potential for
intercultural learning, there is a need to understand the potential negative impacts of a school
experience on international students. For example, students from outside the dominant culture of
the school may experience othering, the highlighting of difference in a way that emphasizes a
belief in the value of Westernness and Whiteness (Khalifa, 2018). One of the key goals of this
OIP is to counter this tendency through the development of structures and practices that lead to
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greater intercultural competency, understanding, and connection. Yeo (2010) outlined how
culture shock and othering resulted in boarding students attaching to tight and exclusive cultural
groups. Students segregating themselves into cultural groups may also lead to increased
experiences of racism (Yeo, 2010). This OIP also seeks to promote equity and eliminate racism
and discrimination from WCS through greater intercultural understanding.
Authors have also highlighted how culture shock, a desire to conform with the
expectations of the school, and elements of the hidden curriculum at the school negatively
impact international students within a school context by forcing them to conform with
expectations outside of their cultural norms (Allan, 2002; Guo & Chase, 2011). Spring (2016)
outlined deculturalization, a process resulting in suppressing or removing the culture of a student
and replacing it with the dominant culture of the institution. If international students believe they
must suppress their own backgrounds in order to fit in at the school, deculturalization processes
may be present (Fraise & Brooks, 2015). Deculturalization is in contrast with both WCS’s
desired global perspective and the United Nations Universal Declaration on Cultural Diversity,
which states that “all persons should be entitled to quality education and training that fully
respect their cultural identity” (Office for the High Commissioner for Human Rights, 2001, p. 2).
Deculturalization also works against developing multiple ways of knowing as suggested by Dei
(2016). While some authors have noted that students from outside of the dominant culture tend to
learn greater intercultural competency and more about their own culture through immersive
experiences than those from the host culture (Allan, 2002; Bennett, 1993), the leadership of the
school wants to gain the potential benefits of intercultural interactions and intercultural
competency development for the entire school while eliminating deculturalization and othering
processes that may be impacting international and boarding students.
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Leadership Position and Lens
As the member of the senior leadership team with direct responsibility for the boarding
program, ensuring alignment of the boarding program with school goals is my key responsibility
and priority. I also have a responsibility to push the organization towards achievement of the
current strategic goals and in building towards the next strategic plan. Through the strategic
planning process, I have the opportunity to work collaboratively with the senior leadership team
and have the agency to shape the direction of the school for the coming years. With the current
plan ending soon, I believe that upcoming strategic efforts need to view the boarding community
and a diverse student population as a key component of the school experience from which all
students benefit. In my role, my responsibilities extend from strategic projects at the school to
supervising and advising students. As a result, I have intimate knowledge of all aspects of the
boarding program at WCS and can support further change.
Experiential learning theory. I believe in the importance of experiential education and
apply Kolb’s (1984) experiential learning cycle to both learning and leadership. Experiential
learning provides the lens through which intercultural learning theory is explored and the
problem of practice is addressed in this OIP. In Kolb’s foundational framework, direct
experiences provide the stimulus for new learning to take place. Experiences, supported by
reflection on those experiences, lead to abstract conceptualization, or the development of new
understanding. Following these three stages, active experimentation allows for testing of the new
understanding. Experiential learning is fundamental to boarding, as students learn independence,
living skills, interpersonal skills, and time management through the experiences they have within
the boarding community (Halicioglu, 2016).
Intercultural learning theory, as explained and explored later in this chapter, applies the
experiential learning cycle (A. Lee, Poch, et al., 2012). Intentional interactions with individuals
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of different cultural backgrounds provide opportunities for students to encounter cognitive
dissonance, the mental discomfort experienced when presented with ideas that conflict with
currently held views (A. Lee, Poch, et al., 2012). Opportunities to reflect upon the dissonance
created through interactions may lead to new understanding and the development of intercultural
competencies that can be tested through further interactions (A. Lee, Poch, et al., 2012; Lee,
Williams, & Kilaberia, 2012). Lee, Williams, and Kilaberia (2012) reinforced the importance of
the experiential learning cycle in the development of intercultural competency, outlining the
need for concrete experiences that force students to encounter a diversity of ideas, reflect upon
the experience, develop new understandings, and have additional opportunities for further
experimentation. Similarly, the work of Bennett (1993) and Deardorff (2006, 2011, 2020)
(foundational to this paper and explored later in the chapter), outlined the need for interactions
with difference and a process of reflection in order to build intercultural competency.
As a leader at WCS, the importance of the experiences and the intentional reflection
required by the experiential learning cycle (Kolb, 1984) significantly influence my decisionmaking processes. In the sections below, my leadership approaches are outlined and connections
between these approaches and the experiential learning cycle are highlighted.
Distributed leadership. WCS has increasingly approached leadership through a
distributed model, with a flattening of the overall leadership structure and a greater use of teams
to build capacity in others and the organization (Klar, Huggins, Hammonds, & Buskey, 2016).
The organization is overseen by a Head of School who reports to a board of directors and is
supported by a team of senior leaders. In practice at WCS, distributed leadership is most clearly
informed by the writings of Spillane (2006). Spillane outlined how distributed leadership is a
way of viewing leadership responsibilities as “stretched” (2006, p. 16) across multiple
individuals. He defined leadership practice as the interactions of leaders, followers, and the
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situation, as supported by distributed cognition theory (Bolden, 2011) and activity theory
(Engestöm, 1999). Leadership practice, according to Spillane, is more than simply a sharing of
responsibility or the actions of one leader supported by others. Rather, the coperformance of
leadership routines and functions, and how the individuals collectively achieve outcomes,
represents leadership practice. Spillane suggested that leadership responsibilities are stretched
over different individuals at different times and that the situation impacts upon the routines
selected, type of distribution, and individuals involved. Connecting to the experiential learning
cycle, Spillane suggested developing distributed leadership involves practitioners trying routines
and tools, observing and reflecting upon the use of those routines, then redesigning and
incorporating revised routines. These steps outlined align with the experience, reflection, abstract
conceptualization, and active experimentation phases of experiential learning (Kolb, 1984).
In Spillane’s (2006) explanation of distributed leadership, he emphasized tools and
routines that leaders intentionally use within a particular context and over time as opposed to the
underlying philosophy of leadership involved. In fact, he commented that “a distributed
perspective on leadership is agnostic on the mechanisms of social influence used in leadership
practice” (Spillane, 2006, p. 24). Beyond the senior management level, leaders at the school are
able to employ their own personal philosophy within their area of responsibility. From a
philosophical perspective, I have historically chosen to combine servant leadership with the
distributed approach in leading the boarding program.
Servant leadership. In alignment with the original writings of Greenleaf (1970), I see
myself foremost as a servant to others and the ideals of the organization. Servant leadership
involves the leader placing the needs of followers over their own needs and focusing on the
development of the followers while supporting the organization and respecting other
stakeholders (Northouse, 2019). In van Dierendonck’s (2011) conceptual model of servant
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leadership, servant leadership attitudes and behaviours impact both the leader–follower
relationship and the psychological climate of the organization. The combination of these
elements positively impacts attitudes, performance, and organizational outcomes and feeds back
positively to the leader. Underpinning servant leadership is a set of values associated with both
the organization and leader (Spears, 2010). Social responsibility, social equity, and the
importance of persuasion and consensus drive servant leadership actions and relationships to
benefit followers in positive ways (Spears, 2010). With servant leadership theory being based
primarily in the approach and behaviours employed in interacting with others (Russell & Stone,
2002; Spears, 2010), key aspects of this model must be reflected in my practice. Listening,
persuasion, conceptualization, foresight, stewardship, honesty, empowerment, and community
building are servant leadership attributes and behaviours outlined by the literature (Russell &
Stone, 2002; Spears, 2010; van Dierendonck, 2011) that are critical to my practice.
The servant leadership approach has combined well with distributed leadership by
providing, in Spillane’s (2006) words, the “mechanisms of social influence” (p. 25) that he stated
are not part of distributed leadership. Servant leadership directs how I interact with others, while
the distributed leadership approach defines how I view leadership practice and the
coperformance of leadership. Through modelling, empowerment, and stewardship (Russell &
Stone, 2002), I have focused on making effective use of the skills and knowledge of members of
my teams to make informed decisions and to act with the goal of maintaining a focus on the
positive impact of my work on others and the organization (Spears, 2010). I collaborate with
individuals and groups of educators to develop opportunities to increase their experience and
capacity as leaders, intending to promote development of the meaningful connections and
relationships that allow for the care and personal development of the students. At the same time,
servant leadership involves the use of less authority and the empowerment of those being led
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(Northouse, 2019), also an element of distributed leadership. In this manner, my use of servant
leadership connects with the experiential learning cycle (Kolb, 1984). Individuals are
empowered to coperform leadership routines designed to serve the needs of the students,
resulting in leadership experiences. Intentionally reflecting on these leadership experiences
through team debriefs allows members of the team to develop new understandings of leadership
practice that can be actively experimented with. Development of capacity in this manner
supports those coperforming leadership (Spillane, 2006).
Culturally responsive school leadership. Recognizing that the context of WCS and the
challenges this OIP will address requires a focus on diversity and culture, I will employ
principles of culturally responsive school leadership (CRSL; Khalifa et al., 2016) to ensure that I
continuously critique my servant leadership approach, laden with values and biases (van
Dierendonck, 2011), to meet the needs of the diverse student population at the school. Khalifa et
al. (2016) defined CRSL as “the ability of school leaders to create school contexts and
curriculum that responds effectively to the educational, social, political, and cultural needs of
students” (p. 1278). They highlighted the critical role of CRSL in addressing injustice in schools
and how, given that “educators and schools have been—intentionally or unintentionally—
complicit in reproducing this oppression, culturally responsive school leaders have a principled,
moral responsibility to counter this oppression” (Khalifa et al., 2016, p. 1275).
CRSL moves beyond the pedagogy of the classroom into the full management of the
institution and decision-making processes (Khalifa, 2018). According to Marshall and Khalifa
(2018), four key components constitute CRSL: critical reflection, engagement with the
community, a culturally responsive context within the school, and curriculum and pedagogy that
address the unique cultural contexts of the students. Culturally responsive pedagogy (Richards,
Brown, & Forde, 2007) focuses on developing instructional activities, materials, and strategies to
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support the strengths the students bring to the classroom. Similar to experiential education,
underlying culturally responsive pedagogy is a constructivist theory of education. Knowledge in
this environment is coconstructed within a context by the students and educators and is subject to
the influences of the cultures involved (Fraise & Brooks, 2015). Paris (2012) made the important
observation that schools should “support young people in sustaining the cultural and linguistic
competence of their communities while simultaneously offering access to dominant cultural
competence” (Paris, 2012, p. 95). Helping students to find ways to continue to learn about and
celebrate their own backgrounds is critical, particularly when there may be relatively few
students from a particular culture present on campus, or even within the broader community.
Ultimately, learning both about one’s own culture and of the host culture are important if
students are to be able to share their own experiences in meaningful ways and build an
understanding of other worldviews (Paris, 2012) or other ways of knowing (Dei, 2016).
Even though much of the research on CRSL involves contexts of marginalization and
oppression of students of colour, the principles can be applied across contexts to support all
students, and Khalifa et al. (2016) recognized that many factors may lead to marginalization.
Given the unique backgrounds, cultures, beliefs, and personal experiences of students at WCS,
developing a learning environment that is supportive of all members of the school community
and continuously addresses issues of marginalization may afford greater opportunity for
intercultural learning, respect for diversity, and recognition of different ways of knowing.
Foundational to effective CRSL is a critical self-awareness: an understanding of one’s
own understandings of culture and a willingness to continuously interrogate these assumptions
(Khalifa, 2018). This awareness leads to conversations with colleagues that examine how
assumptions about culture affect student learning across the school and what is valued (Khalifa,
2018). Khalifa (2018) noted that administrators in schools have traditionally had “power over
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what constitutes knowledge, how it should be learned, [and] who has been a successful learner”
(p. 46). Dei (2016) suggested that assessing this power is essential to creating curriculum that is
inclusive and values multiple ways of knowing. Continuous evaluation of the values underlying
the school, and our values as educators and leaders, may help us understand our influence on the
culture of individual students, the climate of the school, and the value placed on intercultural
learning. Minkos et al. (2017) suggested that adopting a culturally responsive approach in a
school is critical for developing opportunities for learning from diversity, especially when the
leaders and teachers differ culturally from the student population being served. Recognizing that
I have work to do myself on a journey of reflection and understanding, I intend to model and
share my thinking so that others may also reflect upon and interrogate my assumptions.
Van Dierendonck (2011) highlighted the importance of the relationships between leaders
and followers in his research on servant leadership. He suggested that closer and higher quality
relationships are based on increased trust, respect, and a sense of obligation. Principles of CRSL,
with a focus on respecting individuals and their needs, align well with this aspect of servant
leadership. Khalifa et al. (2016) also noted that servant leadership can be a CRSL behaviour by
engaging leaders with students, parents, and communities.
CRSL principles and behaviours offer a framework with which to critique the leadership
work taking place at the school and to guide my decision making in the future. As noted, CRSL
connects well with servant leadership. CRSL also fits with the distributed leadership approach,
as both promote capacity building and a participative approach (Khalifa, 2018; Spillane, 2006). I
believe that approaching the challenge of developing intercultural competency from the
perspective of CRSL can support all learners in our diverse community, not only those coming
from other countries. The critique and reflection required by CRSL directs my decisions as a
leader as I focus on the development of others as a servant leader within a distributed structure.
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Leadership Problem of Practice
WCS embarked on an ambitious 10-year strategic plan in 2011 and has seen significant
improvement and traction in three areas: learning, character development, and the quality of the
boarding experience (WCS, 2016a). Progress towards the strategic goal of developing global
stewardship has been much slower. Global stewardship has been defined by the school as a sense
of social and environmental responsibility based upon a broad global perspective, a set of global
competencies, and the ability and desire to take action to promote a sustainable future (WCS,
2017). The school has not articulated specific goals for global stewardship though intercultural
competency has been identified as a key global competency by the school and in the literature
(Deardorff, 2015; McTighe Musil & Hovland, 2015; OECD, 2018).
While there is relatively little research at the high school level, diversity and engagement
with diversity on post-secondary campuses have been shown to have positive impacts on the
cognitive growth of students. These positive impacts include increases in critical thinking and
problem solving skills (Bowman, 2010), the ability to interact with others (Chang et al., 2006;
Gurin et al., 2002), and informed citizenship (Denson, Bowman, & Park, 2017). A. Lee, Poch, et
al. (2012) call for “intentional, comprehensive efforts to develop and implement pedagogy that
leverages the diversity resources of a campus for the benefit of students’ learning and
development” (p. 6) in all schools. The school also believes that developing intercultural
competency helps students develop different ways of knowing (Dei, 2016) and can reduce
discrimination (OECD, 2018; UNESCO, 2006).
Despite ongoing, intentional efforts to supplement the diversity of the student population
through international recruitment and significant financial investment supporting students
otherwise unable to afford the school, there is little evidence suggesting intercultural competency
has increased at WCS. Currently, development of intercultural competency in students is limited
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to exposure to diversity, a strategy that has been shown to have little impact (Lantz-Deaton,
2017). Rather, deculturalization processes, the replacement of a student’s culture with the
dominant culture of the institution (Fraise & Brooks, 2015; Spring, 2016), may be present as
students are assimilated into the predominant values, beliefs, and behaviours of the school.
The leadership team at WCS believes in the need to demonstrate meaningful
improvement in global stewardship in the final years of the current strategic plan to achieve the
school’s vision of developing global stewardship in students. The problem of practice under
investigation is, how might the school prioritize, intentionally teach, and assess intercultural
competency in support of the school goal of developing global stewardship?
Framing the Problem of Practice
As WCS focuses on global stewardship and looks to leverage the experiences of a diverse
student population to develop greater intercultural competency, analysis of both theoretical
models of intercultural competency development and the contextual factors are appropriate.
Theoretical models of intercultural competency. Bennett’s (1993) developmental
model of intercultural sensitivity (DMIS) has become foundational to the school’s understanding
of intercultural competency. Focused on one’s ability to interact in positive and respectful ways
and to learn from experiences with individuals from other backgrounds and cultures, Bennett’s
well-researched framework outlined levels of intercultural understanding moving from
ethnocentric to ethnorelativist approaches. Bennett defined ethnocentrism as “assuming that the
worldview of one’s own culture is central to all reality” (1993, p. 30) and suggested that effective
intercultural education should move individuals toward an understanding, appreciation, and
ability to make use of differences and similarities in cultures and how they affect worldview, his
definition of ethnorelativism. At each of his six levels, Bennett provided descriptions of the
behaviours and understandings of individuals at that level and suggested the actions and
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experiences that could assist individuals in evolving their thinking and understanding of culture
towards greater ethnorelativism. Other authors cite Bennett’s foundational work (Deardorff,
2006; Lantz-Deaton, 2017; A. Lee, Poch, et al., 2012), and it forms the basis of the Intercultural
Development Inventory (IDI), a questionnaire for assessing attitudes and some elements of
intercultural competency (Hammer, Bennett, & Wiseman, 2003), that is already in use at the
school. The DMIS model and IDI face challenges associated with a Western bias and
questionable validity when measuring the intercultural competence of individuals with limited
understanding of English (Greenholtz, 2005), but do offer a starting point for exploring stages of
competency. Employing the critical reflection required in CRSL (Khalifa, 2018) may help school
leaders understand the biases in this tool and adjust the debriefing conversations and use of data
collected to better support intercultural competency development.
Deardorff (2006) has extended Bennett’s (1993) work and developed a process model for
understanding the development of intercultural competency. She outlined a cyclical process
where individuals develop skills of listening, observation, and evaluation through experiences
and reflection. Through the development of knowledge and skills, shifts in internal outcomes
(frame of reference) and external outcomes (appropriate behaviour) may be achieved. These
changes then influence attitudes prior to the next intercultural experience. Critically, Deardorff
has stated that learning does not need to be sequential, and experiences may lead to appropriate
external outcomes without a change in the internal frame of reference. This model continues to
be influential and is foundational to the OECD’s (2018) global competence framework.
Both Bennett (1993) and Deardorff (2006) have stated that the internal shift towards
more ethnorelative attitudes is key to the true development of intercultural competency.
Displayed behaviours can be trained, and this outcome is not the same as a shift in attitudinal
approach. Intentionality in the design of the experiences and the opportunities for reflection and
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learning are key aspects of both models in achieving intercultural competence (Bennett, 1993;
Deardorff, 2006; Deardorff, 2020) that can be supported by experiential learning.
Intercultural competency and experiential learning. As the development of
intercultural competency involves learning in the cognitive, affective, and behavioural domains,
an experiential approach offering opportunities for interaction, reflection, and practice is
appropriate (A. Lee, Poch, et al., 2012). A. Lee, Poch et al. (2012) suggest that students need to
move beyond course content or exposure to diverse ideas in order to intentionally and
purposefully engage with others. They stated that a student “does not learn to mindfully manage
their anxiety, apply their understanding of privilege or attune their communication through
course content alone; he or she gains these skills by having continuous and wide-ranging
opportunities to practice and reflect” (A. Lee, Poch, et al., 2012, p. 26). Experiential learning
provides a framework for this to occur.
Both Bennett’s (1993) achievement-based model and Deardorff’s (2006) process-based
model support building intercultural competency through experiential education. Bennett focused
on the experiences, including interactions, simulations, and facilitated conversations, that could
move individuals to a higher level of cultural sensitivity. Deardorff (2020) similarly highlights
role plays, storytelling, case studies, and group exercises that provide the foundation for
movement around her process model. The combination of the models from these two authors
also supports research suggesting that a lack of intentionality in intercultural experiences and
reflection may limit opportunities for students to build intercultural competency (Lantz-Deaton,
2017). Since both curricular and informal experiences play a role in the development of
intercultural competency (Lewis et al., 2018; Reid & Garson, 2017), both need to be considered
in planning solutions to address the problem of practice.

LEARNING FROM CULTURAL DIVERSITY

21

PESTE analysis: Overview. Cawsey et al. (2016) highlighted the importance of
understanding the political, economic, social, technological, and environmental (PESTE) factors
in an organization as they drive or inhibit change. As an independent boarding school, WCS is
constantly balancing educational priorities with fiscal realities. Historical and current
considerations for each of the PESTE factors are explored in the sections below.
Political factors. Assuming responsibility for the care and well-being of students as
boarders carries enormous risk for WCS. In an increasingly litigious society, schools must
constantly weigh the relative benefits and risks of each decision being made. Significant,
intentional change in the boarding program over the duration of the current strategic plan has
influenced this risk–benefit ratio, in particular from a financial perspective. The board of
governors is applying significant pressure on the leadership of the school to demonstrate the
value that the boarding program brings, particularly given the financial investment being made.
Greater education for the board about the value of the development of global stewardship and
intercultural competency may be required in order to gain greater support for the educational
opportunities possible with an international boarding population. Although a simple solution to
managing the risk–benefit ratio would be to eliminate the program entirely, the board of
governors feels pressure to continue to offer boarding. In 2007, Upper Canada College, a
prominent Canadian independent school, announced the closure of its boarding program due to
rising costs and declining enrollment (“Exclusive Toronto private school,” 2007). Only alumni
backlash prevented closure, and the development of boarding became a priority in the school’s
subsequent strategic plan (Aster & Drake, 2008). Even though this is an extreme case, a similar
scenario could occur at WCS. The pressure to balance the financial realities of the school with
the mission, vision, and wellbeing of the students is a tension of independent and international
schools that constantly impacts change and decision-making (Machin, 2014; Waterson, 2016).
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Economic factors. Independent schools, and boarding schools in particular, are
expensive. The average boarding tuition in the United States in 2015 was over $50,000 USD
(National Association of Independent Schools, 2016), with similar costs in Canada (Canadian
Accredited Independent Schools, 2016). The international market has become a significant
source of revenue for the education sector and statistics from The Association of Boarding
Schools (TABS; 2015, 2016) show higher levels of international enrollment in recent years. In
Canada’s International Education Strategy, the government pointed out that “international
students in Canada provide immediate and significant economic benefits to Canadians in every
region of the country” (Government of Canada, 2014, p. 7). At WCS, international boarding
tuition costs 36% more than domestic boarding tuition (WCS, 2019b), even though the costs of
educating and supporting these students are essentially the same. The higher revenue from
international students has become foundational to the school’s operating budget.
The high cost of tuition impacts on the diversity of the boarding population, particularly
from a socioeconomic perspective. As a result, efforts to enroll students of different
socioeconomic backgrounds to reduce elitism have required the strategic use of financial aid.
Social factors. Three key social factors impact the ability of the school to develop
intercultural competency. First, WCS sits within a bubble of privilege, and social expectations
are linked directly to the selection of students entering the school. Students are selected for the
school because they are “mission appropriate” and in alignment with the values of the school.
Ethnocentric attitudes extending through the history of the school continue to exist at multiple
levels, and conversations have centered on having “too many” of specific groups of students
present within the population. Changing perspectives to recognize the value of diversity and
minimize elitism or othering is a significant challenge to overcome (Khalifa, 2018).
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Second, the intentions of international families do not always match with those of
domestic families (Yeo, 2010). Although WCS is currently focused on developing global
stewardship, some families sending their child to the school may be doing so specifically for the
exposure to North American culture and context. In a study of Asian boarding students in
Australia, Yeo (2010) found Western exposure, postsecondary opportunities, and options for
immigration were key drivers for parents registering their children for boarding programs. A
North American high school education has similarly come to be seen as a tool for accessing
greater postsecondary opportunities in North America and Europe (Yeo, 2010).
Finally, although boarding schools in North America may advertise the benefits of their
diverse student communities, WCS and others have focused on offering a North American
experience to students. Halicioglu (2016) noted that an analysis of the promotional materials
from American and British boarding schools showed an emphasis on national traditions and
opportunities for international students to experience the culture of the host country rather than
on intercultural experiences. A focus on the development of intercultural competency may
require WCS to reexamine the activities and opportunities offered and promoted at the school so
that all students have meaningful opportunities to build intercultural competency.
Technological and environmental factors. Historically, boarding schools have offered
the opportunity for students from different locations to experience the culture and educational
system of the host country (Halicioglu, 2016). For domestic students, boarding offers an
opportunity to access educational choices that may not be available in their home communities,
either due to the remoteness and/or size of community, or due to the nature of specialty programs
offered (Halicioglu, 2016). As opportunities available to students in their home communities
have changed (through enhanced communication tools), and as costs have increased, demand for
boarding from domestic students as tracked by TABS has decreased (TABS, 2015).
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Similarly, growth in other programs, such as the International Baccalaureate (IB)
program, offer a quality alternative to attending school internationally that may have diminished
the perceived value of boarding. There has also been an explosive increase in the number of
schools around the world offering North American curricula that can be accessed without the
need to travel (Hayden & Thompson, 2016). For example, the U.S. Department of State Office of
Overseas Schools now supports 193 schools around the world in providing an American program
(U.S. Department of State, 2018) and more than 35 schools in China are currently accredited to
offer the British Columbia curriculum (Province of British Columbia, 2018).
At the same time, technological solutions may also provide opportunities for students to
have interactions with individuals elsewhere in the world that may not have been possible before
and at a scale not possible with just a diverse student population. Competition from technological
solutions, alternative programs, and international schools are driving change in boarding
programs and impacting the population of students attending.
Finally, as a university preparatory school, a key measure of success focuses on the
ability of the school to help students achieve admission to respected universities aligning with
student strengths and needs. Families may believe they are paying for opportunities to increase
access to higher education (Yeo, 2010). Although the school emphasizes fit, matriculation
results, particularly to Ivy-League schools, are highlighted in promotional materials and remain a
key focus for families at the school (WCS, 2018a). As the school works toward its strategic goals
and focus on global stewardship development, the tension of the need to meet market demand
and the pressures of postsecondary admissions must be considered. Opportunities for global
stewardship and intercultural competency to be viewed as valued and valuable outcomes that
promote postsecondary aspirations have not yet been explored by the school.
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Framing the Problem: Summary. In summary, although there are many challenges to
address, there are also factors supporting change towards greater global stewardship and
intercultural competency development at WCS. Rather than responding reactively to the
changing landscape of boarding schools, WCS can plan proactively to develop opportunities and
approaches that strengthen the school experience for all students and better meet the cultural
needs of each student. Throughout conclusion of the school’s current strategic plan, opportunities
exist to lead change in support of greater global stewardship and intercultural competency.
Guiding Questions
The problem of practice addresses a significant challenge facing the school and, in doing
so, also highlights a number of key questions that need to be explored. In developing solutions to
address the problem of practice, three lines of inquiry will need investigation. First, I previously
outlined how the school lacks clarity around the objectives and the theory underpinning the
strategic goal of global stewardship. This lack of clarity leads to the question, how might
defining the global stewardship goal, so that there is a common understanding of this concept
amongst all stakeholders, impact progress? Exploration of this question requires building an
understanding of the competencies associated with global stewardship and determining how
successful achievement of these competencies can be measured (Deardorff, 2015). Investigating
existing frameworks could support the selection of specific goals for global stewardship or
development of a common language for global stewardship at the school (Deardorff, 2015).
Second, the school needs to recognize the impact of current leadership approaches on the
ways that global stewardship is valued in the school. This leads to the question, how does our
leadership approach at the school inhibit the development of global stewardship? Additionally,
how might a shift in leadership approach prioritize intercultural competency and decrease
deculturalization at WCS? Understanding the institutional structures and norms may identify
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changes that are required to support strategic goals (Nadler & Tushman, 1989), emphasize
different ways of knowing (Dei, 2016), and reduce marginalization (Khalifa, 2018).
Finally, a practice-based exploration of how other institutions have successfully
developed global stewardship competencies, and specifically intercultural competency, may
offer insight into strategies that could be employed at WCS. The unique context of a
day/boarding school may also offer possibilities to leverage time and space in ways not possible
for other institutions. The guiding question in this case is, how have other schools, including
post-secondary institutions, intentionally developed greater intercultural competency and thus
global stewardship in their students?
Exploring each of these three questions helps understand the scope of the problem of
practice and reveals possible changes that the school could implement to increase development
of intercultural competency in all students.
Leadership-Focused Vision for Change
As articulated by Skelton (2016), a school has achieved the goal of being international
when “students become positively able to be with an other” (p. 80, emphasis in original).
Although many individual competencies may support global stewardship, this OIP focuses on
the development of intercultural competency so that students have the skills, attitudes, and
behaviours required to engage with others to address significant global social and ethical issues.
As a school striving to have a global perspective, the desired state proposed by this OIP is for all
students graduating from WCS to report that meaningful interactions with other students offered
opportunities to examine issues from multiple perspectives and to develop their intercultural
competency. Experiential programming should provide each student with opportunities to
interact with others, engage in meaningful reflection, develop conceptual understandings, and
apply learnings in new intercultural situations. As WCS becomes increasingly guided by global
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stewardship and CRSL, the additional diversity afforded by boarding should be seen as an
essential, integrated part of the school experience and fundamental to offering all members of the
school community opportunities to interact with a wide variety of individuals.
I believe I am well positioned to lead and support change with my focus on servant
leadership and CRSL. As Northouse (2019) commented, effective servant leaders “build
community to provide a place where people can feel safe and connected with others, but are still
allowed to express their own individuality” (p. 230). Khalifa et al. (2016) noted that servant
leadership behaviours support CRSL. I see respecting and celebrating diversity as critical to
building a sense of unity within a school comprising a student population of many unique
individuals. I propose that shifting priorities towards greater intercultural competency at WCS
also allows the school to focus on meeting the needs of students in an ever-changing school
population and to respect their differences rather than assimilating them into the existing school
culture through deculturalization (Fraise & Brooks, 2015).
In a recent report reviewing progress towards the global stewardship goal, WCS noted
that “while we have done good work enhancing our offerings and building important
relationships . . . we need to go further” (WCS, 2017, p. 7). This document suggests that a
fundamental shift in the thinking and culture of the organization needs to take place in order to
fully achieve the goal. I have the agency to support this transition from the perspective of the
boarding program and by providing input at the senior leadership level. Through a greater
integration of CRSL and the implementation of this OIP, I can provide research-based leadership
that helps the school reflect critically and examine bias in the decisions and actions that impact
on students and our development of global stewardship. The review document went on to note
that core to the plan is the idea that to bridge “the gaps of gender, race, class, culture and
ideology, we will bring young people together so that they can learn with and from one another”
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(WCS, 2017, p. 8). As observed by Skelton (2016) and other authors (Arkoudis et al., 2013;
Lantz-Deaton, 2017), a school that wishes to be globally focused or international cannot rely
solely on the diversity of the student population in order to achieve this aim. In alignment with
the experiential learning cycle (Kolb, 1984; A. Lee, Poch, et al., 2012), intentional reflection,
opportunities to conceptualize, and active experimentation are required in addition to experience.
This OIP proposes a shift in approach so that there is intentionality in the development of
intercultural competency for all students.
Within WCS, the board, the leadership team, the educators, current families/students, and
prospective families/students have all been identified as key stakeholders. Commitment from
each of these groups to the development of global competencies in a culturally responsive way is
key. Analysis of a stakeholder map outlining the current motivation and relative relations of the
key participants in the change process can help to understand competing priorities within the
organization (Cawsey et al., 2016) and identify opportunities to build support for the change.
Each of these key stakeholders and their positioning is profiled below.
Governance. At the highest level, the board of the school needs to value global
competencies and the experiences required in order to build them in order to provide an ongoing
strategic mandate supporting the financial investment in both the global stewardship program
and in building diversity. As explored in the PESTE analysis previously, additional efforts are
required to build an understanding of global stewardship and intercultural competency within
this group. Although the written mission and core values of the school focus on developing
“good” people, the unspoken goal is placement at prominent universities and colleges. Currently,
matriculation results and comparison with domestic and international testing standards are key
indicators used to measure the success of the institution. Although board members (many of
whom are also parents) are likely to agree philosophically with the need to develop intercultural
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competency and some of the associated cognitive, critical thinking, and leadership outcomes
(Denson & Chang, 2009; Gurin et al., 2002; A. Lee, Poch, et al., 2012), framing the change
through the potential to increase global competitiveness (OECD, 2018) is key in obtaining
support. Although educational direction is the responsibility of the head of the school and
leadership team, approval of the school budget, including the financial aid that has been used to
increase diversity within the student population, requires board approval.
Faculty. Based on the CRSL approach, the educators at the school must be prepared to
examine both the visible and hidden curricula at the school to uncover the personal and
institutional biases at play (Khalifa, 2018). Recognizing that a globally focused approach is
relatively new for WCS, existing structures may not support effective international or
intercultural learning. Intentionality is required in developing the experiential interactions
between cultures and the opportunities for reflection required to develop the necessary skills and
attitudes (Arkoudis et al., 2013). Lack of intentionality, poor implementation of intercultural
learning experiences, or inappropriate experiences given the level of intercultural development of
the student may in fact cause more harm than good (Bennett, 1993; Fraise & Brooks, 2015). For
the educators in the organization, culture and diversity need to be seen as tools for learning.
Lumby and Foskett (2011) suggested that there are benefits and risks to this approach, but that
value can come from the use of culture as a lens for learning. These authors maintained that
“materials and activities are needed to encourage students to make their own culture as strange to
them as that of others within their community” (Lumby & Foskett, 2011, p. 457). The CRSL
behaviour of building a culturally responsive environment through the use of diverse teaching
resources, inclusive instructional practices, and student voice is critical in building an
appreciation and understanding of culture (Khalifa, 2018).
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Skelton (2016) similarly outlined several key characteristics of an international program
that may result in learners being able to function and contribute in a world with those who are
different from themselves. He suggested that the curriculum content should reflect different
cultures, belief systems, and ways of thinking in a positive way. Supporting this approach are
opportunities to experience teaching, learning, and assessment in different ways with time for
students to reflect in order to develop understanding of others. Although there is work to be done
in this area, internal staff surveys completed by the human resources department and shared with
the school’s leadership team show that staff and faculty commitment to these aspects of the
school is very high (WCS, 2016b, 2018b). Permission to use data from this survey for this OIP
has been given by the head of the school. The results indicate a high level of commitment to the
mission amongst the faculty and a desire to grow professionally in order to best support students
(WCS, 2016b, 2018b). Further understanding culture, incorporating different perspectives or
ways of thinking, and teaching with different strategies are areas that will require an investment
of time and energy, but offer benefits to educators (Dei, 2016; Marshall & Khalifa, 2018).
Students and families. CRSL principles focus on engaging and hearing students,
families, and the community (Khalifa, 2018). WCS will need to develop a clear vision of global
stewardship and intercultural competency in cooperation with these groups to ensure that
members of the school community understand these goals. Recognizing that students and
families come to WCS for different reasons, the communication around the value of the school
goals needs to be tailored. When recruiting students, the responsibility of the student to bring and
share the perspective afforded by their background should be emphasized in addition to the
learning opportunities available by experiencing the culture of the school. Students and families
can become active drivers in support of the development of global stewardship and intercultural
competency as they become engaged in the vision.
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Vision for change: Summary. Through a process of aligning the school’s measures of
success with the strategic goal of increasing global stewardship and subsequently developing
learning experiences that support intentional intercultural learning opportunities, intercultural
competency development can become an important outcome at WCS. With an effective
communications strategy, key stakeholders can come to understand the need for change and
support a path forward to a school with a more global focus and increased intercultural
competency. Ultimately, this proposal suggests that intentional experiential intercultural
interactions between students, including boarding students, should be an essential component of
the experience for all students at WCS as they build intercultural competency. The goal is to
support students in learning the skills, attitudes, and behaviours required to engage with others to
address significant global social and ethical issues.
Readiness for Change at WCS
Many factors influence readiness for change, and leaders must be aware of how these
factors interact within the context of an organization. Cawsey et al. (2016) suggested that internal
data, external data, personal perspectives, and the perspectives of other stakeholders must all be
considered to identify the need for the change and to develop legitimacy for the vision of change.
Two frameworks are used in the sections below to examine preparedness for change at WCS.
First, Judge and Douglas (2009) proposed eight dimensions to the readiness of an
organization for change based on a review of change initiatives. Significantly, the Judge and
Douglas model is based on a wide range of literature focused on change capacity and was field
tested in multiple industries. Even though their model is likely subject to cultural bias, WCS
exists within a similar environment, and the model appears appropriate for use with a school.
Second, Bolman and Deal (2013) offered the four frames approach to understanding
organizations that can be applied to the systems-level criteria proposed by Judge and Douglas
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(2009). Elements of each of the four frames influence connections and relationships within the
school, and analysis through this method exposes some of the complex interdependencies
present. The combination of these two approaches allows exploration of both characteristics of
the overall organization and the complex systems level. A summary of the dimensions of
organizational change capacity explored through these models is also presented in Appendix A.
Change readiness. The first two dimensions of the model by Judge and Douglas (2009),
trustworthy leaders and trusting followers, focus on trust, both in the ability of the leadership to
earn the trust of the organization and the willingness of followers to trust in the leadership. The
importance of trust in making change in school has been echoed by other authors, such as
Kondakci, Beycioglu, Sincar, and Ugurlu (2017), who emphasized the need for the development
of trust over time in schools in order for teachers to be ready for change. According to the most
recent faculty and staff survey outlined previously, over 90% of the staff at WCS are satisfied or
very satisfied with the leadership at the school, and more than 93% felt inspired to give their best
effort every day (WCS, 2018b). Similarly, the level of commitment to the organization and
leadership are high, with almost 95% of staff reporting that they have a clear understanding of
how their work contributes to the school’s mission (WCS, 2018b).
Second, Judge and Douglas (2009) outlined the need for capable champions to drive
change and the involvement of mid-management in supporting the initiative. In recent years,
WCS has created leadership positions to champion global stewardship, at both the elementary
and secondary levels. Tasked with planning and developing initiatives to support global
stewardship at the school, these leaders have been instrumental in coordinating the successful
experiences to date, such as the theme week focusing on global stewardship. Over the past
school year, these individuals worked with department heads and middle-level management at
the school to assess initiatives currently in place in curricular and extracurricular programs. With
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continued support from the senior leadership and the developing support of the middle-level
management, these educators are well positioned to champion issues of global stewardship and
work on integrating the various initiatives underway. Kondakci et al. (2017) echoed the
importance of trust in colleagues in the success of change and highlighted the important
influence that perceptions of colleagues on the importance of change can have on readiness.
Next, Judge and Douglas (2009) focused on the innovative culture and accountable
culture of the organization. They suggested that valuing creativity, innovation, risk-taking, and
experimentation by supporting with the appropriate resources and accepting failure as an
outcome lead to greater change readiness. At the same time, high expectations and acceptance of
responsibility are critical elements of the accountability required to make and measure progress
towards new goals. WCS has demonstrated a good level of innovation and accountability in
recent years. Specific examples include the development of new programs intended to offer
programming to students through specific lenses (one of which specifically focuses on global
issues), and the global theme week. The senior leadership team sets and works towards an annual
operational plan for the strategic plan, and each leader works within his or her own area towards
achievement of goals and with a high degree of accountability.
Finally, Judge and Douglas (2009) focused on systems elements, including systems
thinking and systems communication. These two criteria examine communication within and
outside the organization and the ability to understand the complex interdependencies associated
with the work and goals of the organization. Examining the systems factors using the four frames
approach suggested by Bolman and Deal (2013) offers the opportunity to identify systems
elements supporting or inhibiting change readiness at the school.
Systems readiness: Symbolic frame. The symbolic frame suggests consideration of the
school’s current culture and addressing resistance to change. Key in this process is to find ways
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to respect the traditions of the organization while moving towards new objectives (Bolman &
Deal, 2013). A consultative process within the school community could be used as a tool to
obtain feedback on the key rituals of the school and how these align with global stewardship and
intercultural learning priorities (Khalifa, 2018). For example, one annual school ceremony draws
strongly on the Anglican roots of the school and may alienate students of other religious or
cultural backgrounds. The relative value and impacts of key rituals need to be assessed and a
transition plan established that helps the community to let go of the past and get excited about
the future, potentially through the use of transitionary rituals (Bolman & Deal, 2013).
Systems readiness: Political frame. As explored in the previous section, understanding
the perspectives of each of the stakeholders in the school community is critical to developing
support for change (Cawsey et al., 2016). Complex motivations and interactions influence
change preparedness. Reputation is important to both families and the governance of the school,
and WCS has historically been driven by matriculation results and comparative rankings. As
global competencies become more prevalent in education, for example through the
implementation of assessments such as the Programme for International Student Assessment
(PISA) global competencies assessment (OECD, 2018), the school will need to adjust in order to
maintain a top standing. Making stakeholders aware of this shift in the education landscape has
the potential to drive change at the political level. Similarly, extensive curriculum development
work is taking place due to a new governmentally prescribed graduation program. These changes
require a greater focus on cultural learning (Government of [Region], 2019). Applying CRSL
and outlining clear school goals leverages this driver of change.
Systems readiness: Structural frame. In looking at inclusion in schools, McMaster
(2015) advised that “for inclusion to take root in school cultures the appropriate amount of time
must be given to personal reflection and exploration of deeply held beliefs and their expression
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through artefact and practice within the individual school” (p. 18). Considering culture and
diversity through a similar lens, time is required in order for the institution to learn and benefit
from these elements. Examination of systems through the structural frame would suggest that the
school needs to make time available to support change towards great intercultural competence
and global stewardship (Arkoudis et al., 2013). The physical characteristics of the facilities
currently available at WCS have driven the evolution of routines and processes over a period of
many years. The pace of the school is fast, many programs are offered, and there is little
flexibility outside the confines of class periods and existing opportunities for new initiatives.
Recognizing that existing structures limit the ability of the school to be creative with
timing and programming, the senior leadership team is undertaking two key initiatives. First,
through collaborative workshops involving students, faculty, staff, and parents, programming is
being evaluated with an understanding that the termination of some initiatives provides time and
space for new ideas to develop. Second, the school is currently in the final stages of preparing a
plan for the development of new facilities. New spaces will offer greater flexibility with
timetabling, use of spaces, and approaches to learning that align with the strategic plan. Physical
locations are also one of the elements experiential learning theory suggests should be examined
when understanding learning spaces (Kolb & Kolb, 2017).
Systems readiness: Human resources frame. Northouse (2019) observed that a greater
understanding of personal cultural biases is key to understanding the differences that exist with
others. Significant effort to help faculty reflect on and develop their own intercultural skills is
essential. The makeup of the faculty is significantly different from that of the student body, and
this difference can present a challenge both in responding to the needs of students and
understanding the biases at play in the institution (Fraise & Brooks, 2015; Khalifa et al., 2016).
The school began a formal diversity training program with all faculty and staff during the 2018–
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2019 school year. This program is intended to provide a greater understanding of issues of
culture, gender, sexuality, and inequity for the adult members of the school community. A
greater level of awareness may increase the readiness of the organization to change and to
develop a greater understanding of the need for practices that support diversity (Khalifa, 2018).
Readiness for change: Summary. Although challenges need to be addressed to increase
the level of preparedness for change, analysis of the dimensions proposed by Judge and Douglas
(2009) suggests that WCS is moving into position to accept the change proposed by this OIP. As
a leader of change in the organization, I have the responsibility to collaborate with others to
effectively harness all of the positive work already taking place towards a greater focus on global
stewardship and intercultural competency by leading change in an intentional, coordinated way.
Chapter Conclusions
This first chapter outlined the organizational context of WCS, identified a key strategic
challenge, provided a leadership-focused vision for change, and analyzed the readiness of the
school for change. The problem of practice under investigation is, how might the school
prioritize, intentionally teach, and assess intercultural competency in support of the school goal
of developing global stewardship?
Research suggests the context of WCS as a diverse boarding school may offer unique
opportunities to develop intercultural competency (Denson & Chang, 2009; Guo & Chase, 2011;
Lantz-Deaton, 2017). Examining the factors influencing preparedness for change, WCS is well
positioned to begin to enact change in support of greater learning for intercultural competencies
and thus global stewardship. Working within a distributed leadership structure, a servant
leadership approach combined with CRSL (Khalifa, 2018) aligns with the focus on further
intercultural competency development through intentional experiential interactions. In the second
chapter, possible solutions and a framework for leading this change process are explored.
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Chapter 2: Planning and Development
In the first chapter of this OIP, I explored the context of WCS, leading to an
understanding of the current problem of practice. In support of the school’s goal of developing
greater global stewardship in students, this OIP explores how the school might prioritize,
intentionally teach, and assess intercultural competency. This second chapter is broken into five
key sections. First, I connect the problem of practice with the selected leadership approaches to
change. Given this leadership context, a framework for leading the change process is presented.
Next, I investigate the gaps between the current and desired state using a critical organizational
analysis. Following this, solutions to address the problem of practice are presented with three
proposed for implementation at WCS. Finally, the ethical issues involved in the proposed change
process are explored. I begin the chapter with an examination of the leadership approach to
change and how my leadership and context justify the framework selected.
Leadership Approaches to Change
Leadership is critical to building an emphasis on developing global competency and
intercultural competency (Deardorff, 2016; Manion & Weber, 2018). As outlined in the first
chapter, I have chosen CRSL as an approach to inform my actions as a servant leader within a
distributed structure. Understanding the connections between these approaches, and how they
complement each other, helps justify this combined approach. The combination of these
approaches has also been selected to integrate with the school’s vision and values (WCS, 2011),
to address the challenge identified in achieving the strategic goal of developing global
stewardship (WCS, 2017), and to force a careful review of leadership practices in use.
Structure: Distributed leadership. With potentially positive impacts on student learning
(Klar et al., 2016; Spillane, 2006), the school has increasingly employed distributed leadership
throughout all levels of the organization by flattening formal structures and introducing teams in
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order to maximize opportunities for individuals to assume leadership and develop capacity,
regardless of their position. For example, the school has promoted the creation of teaching teams
to develop and deliver specialty programs to students in Grade 10 that approach curriculum
through a specific lens. Working together, these groups are redeveloping curriculum, instruction,
and assessment largely independent of department heads and other administration. The
leadership approach I select should maximize the potential benefits of the distributed structure
while addressing the challenges of the distributed approach.
Criticisms of distributed leadership include a lack of clarity in the definition (Lumby,
2016; Tian, Risku, & Collins, 2016), the potential to maintain the status quo in an organization
(Harris, 2013), the potential to ignore the role of power in organizations (Gronn, 2016; Lumby,
2016), and the possibility of discriminatory practice (Diamond & Spillane, 2016; Lumby, 2013).
For example, Tian, Risku, and Collins (2016) found a significant lack of consistency in a
definition of distributed leadership in their meta-analysis of research. Similarly, Lumby (2016)
noted ambiguity around what actually constitutes distributed leadership and Gronn (2016) has
come to redefine distributed leadership as simply a means of configuring leadership. For the
purposes of this OIP, distributed leadership is the structure in which my individual leadership
approach is employed. The use of a personal approach to leadership combining principles of
servant and CRSL affords me the opportunity to question practices based upon the distributed
model to ensure that they support the mission of the school and are culturally responsive.
Servant leadership. My goal in leading through a servant leadership approach is to
develop increased commitment and a willingness in others to serve the organization, especially
given the high demands placed on staff at a boarding school (Martin, 2016). Building a
relationship based on affect, loyalty, contribution, and respect, along with behaviours of servant
leaders in providing support and autonomy to followers, “are prone to result in a high-quality
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dyadic relationship, which in turn is associated with higher engagement in challenging tasks”
(van Dierendonck, 2011, p. 1247). Given the time and dedication that will be required in order to
increase the focus on intercultural competency, servant leadership provides a model for leading
the staff that may increase the likelihood of success. Northouse (2019) highlighted three key
outcomes of servant leadership: the growth of followers, improvements in the organization
resulting from the commitment of members, and positive societal impacts. My use of the servant
leadership approach is intended to prioritize the time and efforts required to support the staff,
value their input and contribution, and strengthen commitment to the school and boarding
program as we move through the change process.
Support for the servant leadership approach can be found in many cultures and it is
considered “a valid and viable leadership approach” (Irving, 2010, p. 128). However, Irving
(2010) also noted that in certain contexts, particularly in those with power-concentrated societies
(Dimmock & Walker, 2000), servant leadership can be seen as a weak strategy counter to
traditional hierarchical approaches. Given research suggesting cultural values had a significant
effect upon the enactment of distributed leadership strategies in Singapore (Hairon & Goh,
2015), I must be aware of the cultural suitability of my leadership strategies given the wide range
of backgrounds of the faculty, students, and the families with whom I interact. Khalifa et al.
(2016) noted that “as population demographics continuously shift, so too must the leadership
practices and school contexts that respond to the needs that accompany these shifts” (p. 1274).
The addition of CRSL provides opportunities for continuous reassessment through a critical lens
to help me recognize and address my own biases and those of the organization.
Culturally responsive school leadership. The history and evolution of WCS have led to
the development of a school culture that both exists within and mirrors North American values.
Applying a culturally responsive leadership approach within the school offers the opportunity to
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interrogate assumptions about culture and diversity (Khalifa, 2018), recognize marginalization,
and acknowledge multiple ways of knowing (Dei, 2016). With a problem of practice requiring
exploration of culture and intercultural skills, CRSL provides an approach permitting the school
to “understand, respond, incorporate, accommodate, and ultimately celebrate the entirety of the
children they serve” (Khalifa et al., 2016, p. 1277). Khalifa et al. (2016) called for practicing
self-reflection, ensuring the school employs appropriate curriculum and resources, developing
culturally responsive practices with teachers, and continuously challenging assumptions about
other cultures. This list provides guidance for specific actions to be taken in addressing the
problem of practice and aligns with key elements of the experiential learning cycle, particularly
the emphasis on reflection. Dei (2016) noted the need to look at structures, practices, beliefs, and
places in developing education that is more inclusive and recognizes different definitions of
success. Given the contrast between the strategic goals of the school and the current focus on
university placements, applying a CRSL approach to examining definitions of success at WCS
offers an opportunity to reflect on what the school values and how this is reflected in practice.
Exploring school values through a CRSL lens will reveal the need for change in multiple areas.
Khalifa (2018) called for “humanizing school communities of practice” (p. 137) to bring the
focus of conversation back to the needs of students and viewing the connections between
leadership practice, teacher practice, community perspectives, and student performance. This
emphasis on the individual student is both critical to the development of global stewardship and
in alignment with the school vision and mission (WCS, 2011).
With a focus on serving the needs of followers, the servant leadership model aligns well
with a culturally responsive leadership approach. Spears (2010) highlighted the importance of
the leader’s commitment to the value and the individual growth of each person. Caring at the
personal and individual level requires the leader to pay attention to the impacts that
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marginalization, othering, or deculturalization may have had on each student. Khalifa et al.
(2016) suggested that failure to do so, or to ignore conversations about race and culture, results
in the reproduction of oppression. Moving forward with the CRSL approach forces conversation
about the impacts of decisions and actions on all students.
Similarly, Spears (2010) suggested that servant leadership calls for a “group-oriented
approach to analysis and decision-making as a means of strengthening institutions and improving
society” (Spears, 2010, p. 20). This aligns with the overall goals of both CRSL and distributed
leadership; a culturally responsive approach provides a tool for determining what aspects of the
society, or school, will be improved.
Leadership approach: Summary. In summary, I must be aware of the strengths and
limitations of the strategies that I have selected and the structures I am a part of as I reflect on my
own leadership approach. I have chosen to apply CRSL and servant leadership within a
distributed structure. Together, these approaches support some of the identified challenges
associated with each model. Servant leadership is often considered to be influenced by values,
which in turn are influenced by culture (Russell & Stone, 2002). However, Irving (2010) also
wrote that servant leadership, due to the focus on the needs of followers, “provides a platform
upon which the unique cultural perspectives of leaders and followers may be considered” (p.
118). I see the opportunity for principles of CRSL to inform my decision-making and encourage
critical reflection throughout the process of addressing the problem of practice. Particularly
given the challenges presented previously regarding the possibility for distributed leadership to
promote maintenance of the status quo (Harris, 2013) or perpetuate discriminatory practice
(Lumby, 2013), and the tendency for servant leadership to be values-dependent (Spears, 2010),
maintaining focus on culturally responsive leadership appears to be an ethical and studentcentred pathway moving forward. In examining opportunities to prioritize, teach, and assess
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intercultural competency at the school, I can provide the systematic approach and support at the
highest leadership levels required (Khalifa et al., 2016; Marshall & Khalifa, 2018).
Kogler Hill (2019) outlined eight characteristics of effective teams in the distributed
leadership structure. Understanding the “clear, elevating goal” (p. 475) of the team and the
standards performance will be measured against are critical for success. Recognizing that teams
at multiple levels will be involved in implementing and supporting the change required to
address the problem of practice, I need to develop a change process with clear goals that engages
all stakeholders and builds capacity.
Framework for Leading the Change Process
WCS is a complex organization with many interrelated systems, as explored previously
in this OIP. Given the distributed nature of leadership at WCS, using a framework to plan
together and make decisions around change affords a common language and an approach that
allows members of the team to work in tandem in support of the goals (Evans, Thornton, &
Usinger, 2012). Although there is clearly capacity and preparedness for change, the selection of a
framework to organize change increases the probability of success (Cawsey et al., 2016).
Cawsey et al. (2016) proposed a four-stage framework for leading change in complex
organizations appropriate for use in schools and in alignment with my leadership approach. Their
first stage, awakening, involves the identification of the need for change, developing a vision for
the change and disseminating the vision throughout the organization. The second stage,
mobilization, requires leveraging tools and resources within the organization to begin
implementation. The third stage, acceleration, is the management of the change process by
empowering stakeholders, building capacity, managing transitions, and celebrating achievement
towards the vision. Finally, institutionalization involves tracking ongoing progress towards the
goal state and modifying the organization as required in order to transition towards greater
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stability (Cawsey et al., 2016). In the subsequent sections, I examine each of the four phases of
the change path model and how they apply to implementing change through this OIP.
Given the potential complexity of the change required, a flexible but comprehensive
approach such as that offered by the change path model may increase the probability of success
at WCS (Cawsey et al., 2016). The change path model offers the strength of combining
descriptive and prescriptive elements from a number of change models while examining
systems-level issues in context. The change path model was selected over other potential
approaches, such as Kotter’s (1995) eight-stage model, because of the emphasis placed on
planning, investing a greater amount of time up front, and providing greater structure to the
processes that take place throughout the planning and mobilizations phases. The first phase of
the change path model encompasses a number of steps in Kotter’s model, but permits them to be
done concurrently rather than sequentially (Cawsey et al., 2016). The school’s distributed
leadership model may better facilitate change through a coordinated approach (Spillane, 2006)
that allows multiple leaders to work concurrently towards goals. Kotter’s model has been
criticized for being too rigid and prescriptive, with each step needing to be completed
consecutively (Appelbaum et al., 2012). Kotter’s model does highlight the need for change to be
led by a team and based on a shared vision (Appelbaum et al., 2012), but these are echoed in the
change path model (Cawsey et al., 2016). The change path model is also very similar to the
process of change implementation that WCS experienced throughout the implementation of the
current strategic plan. The simplicity of the change path model, with only four key phases, makes
it possible to articulate specific goals for each phase while recognizing that there will be a
transition time and overlap between key phases. Finally, the change path model offers a
combination of a systems-level approach with an organizational-level view that aligns with
specific tools for the analysis of the problem (Cawsey et al., 2016).
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Awakening phase. According to Cawsey et al. (2016), the awakening phase begins with
the identification of a need for change, an understanding of the factors influencing change, the
development of a vision for change, and the subsequent dissemination of the vision. Based on a
review of the progress towards achievement of the current strategic plan and feedback from the
surveys previously outlined, the leadership of WCS is already aware of the need to increase the
focus on global stewardship in order to achieve this priority (WCS, 2017). Focusing on the
development of intercultural competency and leveraging the diversity all students bring to the
school to provide intercultural learning experiences (A. Lee, Poch, et al., 2012), connects with
this shift in focus. Two of the key CRSL behaviours, critical self-reflection and promoting a
culturally responsive school environment (Khalifa et al., 2016) align with the development of
this vision, as do the servant leadership characteristic of conceptualization (van Dierendonck,
2011) and the experiential learning focus on reflection.
In the subsequent section of this OIP, a gap analysis (Nadler & Tushman, 1989) is
completed to identify the areas of development and focus that need to be addressed. Cawsey et
al. (2016) suggested that this process allows leaders to identify and articulate both why change is
needed and what to change. After identifying the what-to-change component, several action
options are presented for consideration. Each of these are explored from the perspectives
provided by servant and CRSL approaches and the potential to support experiential learning.
Recognizing the nature of the distributed leadership present at WCS, each of these options needs
to remain a recommendation subject to further analysis by other leaders who bring their
perspectives (Spillane, 2006). Through discussion and feedback channels involving the broader
school community, as suggested by CRSL, the vision for change will become clear and can then
be disseminated to the school community. Strategies for assisting the entire community through
the awakening phase and building support for the need for change are explored in Chapter 3.
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Mobilization phase. Once a plan of action has been established and the vision for change
has been shared with the community, the mobilization phase begins. Cawsey et al. (2016)
detailed how this phase involves understanding the change through the formal systems of the
organization, assessing organizational dynamics, managing those affected by change, and
leveraging resources to begin the change. CRSL principles become particularly important at this
stage as educators at the school examine ways to change programming to support the
intercultural learning of all students (Bowman, 2010; Lewis et al., 2018) and are required to
confront bias (Khalifa, 2018). First, leaders must work together to identify the types of changes
and initiatives in each area that might be implemented in support of the vision for change, with
an additional focus on cross-departmental opportunities. Responsibility for developing and
implementing programs extends beyond one or a few individuals. The existing structures of
distributed leadership within the school provide the potential to energize and support many
faculty members in working towards the new goals (Spillane, 2006). Moving through the
mobilization stage, opportunities for reflection through a CRSL lens, developing an
understanding of the vision in practice, identification of specific targets, and building capacity to
support the change can all be explored (Cawsey et al., 2016).
As a servant leader, I support teams in achieving the vision through modelling,
empowerment, and stewardship (Russell & Stone, 2002). The mobilization phase involves teams
working to examine global stewardship and intercultural competency goals and how they might
be supported by actions across various aspects of the school (Deardorff, 2015). Continuously
returning to CRSL principles helps me reflect critically on the decisions and directions being
taken, maintaining a focus on responding effectively to the needs of the student population
(Khalifa, 2018). From the perspective of experiential learning, I will examine how opportunities
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to mobilize change through direct experience may be possible and how further development of
metacognitive skills may support change.
Concurrently, communication plans need to be in place to inform stakeholders of the
change process and build commitment (Cawsey et al., 2016). In particular, parents and students
require opportunities to understand the need for change, contribute, and engage with the process.
These elements are explored in the implementation plan in Chapter 3.
Acceleration phase. The acceleration phase of a change project involves implementation
and the development of the skills, resources, and knowledge required to support approaches
within the organization (Cawsey et al., 2016). Within the school environment, a plan for
professional development is critical and offers the opportunity to enact CRSL. Khalifa et al.
(2016) and Minkos et al. (2017) noted the importance of continuously supporting faculty in their
understanding of culture and culturally responsive practice in order to develop an environment in
which diversity is recognized and valued. Similarly, A. Lee, Poch, et al. (2012) suggested that
assuming faculty have the skills to support intercultural learning is problematic; such skills
should be intentionally developed. With my CRSL approach, I can emphasize the development
of cultural competence and responsiveness in school staff. I can also promote the use of
professional development strategies that model CRSL behaviours (Deardorff, 2020), incorporate
experiential approaches (Burke, 2013) and develop a culturally responsive faculty and program
(Khalifa et al., 2016). The professional development plan is outlined in Chapter 3.
Throughout the implementation of the change, communication plans must be
implemented and feedback loops need to be employed to ensure that plans are updated to make
use of evolving conditions (Langley et al., 2009). Cawsey et al. (2016) emphasized the
importance of being able to adapt plans. Recognizing the importance of the bottom-up,
participative approach at WCS, leaders need to be able to respond to questions and critically
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assess feedback received. Processes and methods for communicating about change and managing
feedback are explored in Chapter 3.
To ensure progress is made towards the goal, checklists and responsibility charting will
be employed. Responsibility charting involves allocation of levels of involvement in decisionmaking processes to ensure that members of the leadership team understand the scope of their
responsibility in completing the goal or task (McCann & Gilmore, 1983). Appropriately
allocating resources, communicating with stakeholders, celebrating successes, and providing
opportunities for critical reflection and feedback are key actions to be planned. The senior
leadership team at the school currently uses these strategies to implement the annual action plan
in support of the strategic plan, and many of the leaders on the team use similar strategies within
their own areas of responsibility. These strategies also allow members of the organization to
work on elements concurrently, in a parallel rather than sequential pattern. As an organization
with a distributed leadership model, this collective interdependence (Spillane, 2006) minimizes
overlap of responsibility and aligns with the four-phase approach of the change path model
(Cawsey et al., 2016).
Finally, I outline a plan-do-study-act (PDSA) model (Langley et al., 2009) in the third
chapter as an approach to managing the individual initiatives that comprise the overall change
project in order to promote critical reflection and ongoing improvement.
Institutionalization phase. In the institutionalization phase, structures and systems need
to be adapted to meet the new needs of the organization and stabilize the change (Cawsey et al.,
2016). In this OIP, the goal of the institutionalization phase is to ensure that global stewardship
and intercultural competency development are prioritized, taught, and assessed at the school and
that the diversity of the student population is celebrated as an opportunity for learning
intercultural competency. True institutionalization of this goal involves the articulation of global
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stewardship and intercultural competency as priorities in the upcoming strategic plan (A. Lee,
Poch, et al., 2012) with the objective of preparing students to be prepared to address significant
global and social issues. As a leader, institutionalization of the CRSL characteristics of critical
self-reflection, a culturally responsive faculty/program/environment, and community
engagement are critical to this success (Khalifa et al., 2016).
Truly taking advantage of the intercultural learning opportunities offered by the diversity
of students involves changes at many levels of the school and will have implications across
departments and teams. An ongoing focus on CRSL principles within the distributed leadership
model allows the school to continuously review decisions and actions to support ongoing
development of intercultural competency. Stabilizing change includes the use of tools for
tracking progress towards the goal that will provide information on the success of initiatives and
feedback to make modifications or mitigate new risks. In Chapter 3, measurement tools for
tracking and reporting progress in intercultural development (Deardorff, 2015) are explored.
Managing change: Summary. Overall, the change path model from Cawsey et al.
(2016) offers a flexible structure that outlines key stages of the development and implementation
of change that align with my leadership approach and the past experiences of the school.
Planning with such a framework in place allows for long-term consideration and informed
intentionality in earlier stages. For example, considering the tools to be used to track the longterm success of the project allows for the collection of data early in the process so that there is
useful information to compare with in the future (Deardorff, 2015). The Cawsey et al. framework
also integrates well with the distributed leadership structures in place at WCS. Each of the four
phases offer opportunities for teams to provide input, to arrive at decisions as groups, and to
work individually and collectively towards the common goals selected and supported through my
servant and CRSL approaches.
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Critical Organizational Analysis
Maximizing the benefit of the diversity of students at WCS, including the diversity
afforded by the international population, could potentially involve making changes to what
students are learning, how students are learning, and how they are supported (Minkos et al.,
2017). An understanding of the organization and any gaps in the work of the school may identify
solutions to address the problem of practice (Cawsey et al., 2016).
Nadler and Tushman’s congruence model. Cawsey et al. (2016) suggested that the
application of Nadler and Tushman’s (1989) congruence model within the awakening phase may
identify gaps at the organizational level. Placing key elements into this model highlights
challenges that need to be addressed. The breakdown for WCS into input factors, output factors,
and the elements of the organization that are involved in the transition between these two sets of
factors, is outlined in Figure 1 and is discussed below.
Input factors. The history, culture, and environment of WCS were explored in Chapter 1.
The key input in the organization is a diverse student population including both the local
community and an international population. With more than 20 countries representing multiple
ethnicities, languages, religions, and ways of thinking, there is definitely potential to leverage
diversity in the development of intercultural competency (A. Lee, Poch, et al., 2012).
Strategic priorities. The school has a clearly outlined strategic plan with key priorities
(WCS, 2011). The strategic plan has been revisited regularly, and there is a high level of
commitment to the overall goals of the plan. The strategy has also been employed to shape the
inputs coming into the system through the intentional diversification of the school population.
There is currently a strong alignment between the input factors and the strategy.
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Figure 1. Analysis of the of input, output, and work of WCS through the congruence model of
Nadler and Tushman (1989).

Work. The work of the school includes teaching classes, advising students, and providing
extracurricular opportunities. Each of these three components offers the opportunity to develop
intercultural competency. The approach through which the work of the school is done might be
adjusted to better achieve the goal. For example, classes taught with international materials may
provide greater opportunities to promote intercultural competency than those taught with
Eurocentric materials or without acknowledgement of different knowledge systems (Dei, 2016;
Skelton, 2016). Similarly, extracurricular options such as service may include a stronger
reflection component focusing on learning about intercultural, environmental, or social justice
issues in addition to taking action (Nickols, Rothenberg, Moshi, & Tetloff, 2013). Experiential
learning may become a more prominent aspect of teaching classes rather than being primarily the
domain of extracurricular opportunities.
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Formal structures. Two key formal structures at play are the government-prescribed
curriculum and a character development program. There is a lack of a formal structure
facilitating the development of global stewardship or intercultural competency. Identifying key
expectations for the development of global stewardship is a gap (Deardorff, 2015).
Informal structures. The school has an existing culture and norms extending back
through decades of tradition. Routines around celebration and recognition identify areas of
priority within the institution. Interrogating these elements further shows that the existing output
elements (primarily performance academically and athletically) are celebrated the most at the
school. The impact of this limited scope of celebration on students with diverse interests,
experiences, and backgrounds needs analysis (Khalifa, 2018).
Additionally, informal interactions are taking place at the school and, for boarding
students, they happen outside of the regular school day. The gap between the opportunities
available for day and boarding students could be explored further (Yeo, 2010).
People. The faculty of WCS is committed to the goals of the school but may not be
appropriately equipped to meet them. For example, the faculty and administration are primarily
middle-aged Caucasians, and issues of diversity and culture are new for some of them. Although
there is a desire to be supportive, the existing faculty needs the opportunity to develop their own
capacities (Rogers & O’Bryon, 2017). Minkos et al. (2017) similarly emphasized the need for
faculty to address bias in their development of cultural competence and recognition of the value
diversity brings to the school. Ultimately, a more diverse faculty may also be better equipped to
engage in global education (Lopez, 2015). The competencies of the faculty and opportunities to
provide coaching or other professional development (Pas, Larson, Reinke, Herman, & Bradshaw,
2016) are a potential gap to be examined.
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Output factors. At the moment, WCS is known for matriculation rates. All students
graduate from the institution with postsecondary opportunities (WCS, 2018a). Within this overall
measure are reports on academic progress. Anecdotally, character elements are shared through
reporting and reference letters. Both of these elements feed into the application process for
postsecondary institutions, with matriculation rates representing the final measure of success.
Congruence. In examining the organization through this model, the incongruence
between the inputs and strategy of WCS and the outputs becomes apparent. Global stewardship,
although listed as a priority at the strategic level, is not currently included in the output of the
organization. Concurrently, elements of the work, the people, the formal processes, and the
informal processes do not necessarily focus on global stewardship or intercultural competency
development with intentionality or through experiential approaches. As a result, there is little
need currently to look to diversity to inform learning. The key gaps identified through this
process that are explored below include the lack of outcome goals for global stewardship, a lack
of international focus or culturally responsive pedagogy, and the need for intentional and
experiential development of intercultural competence.
Understanding global competencies in the context of global stewardship. Currently,
WCS has a broad definition of global stewardship that encompasses two key goals: becoming
globally competent and environmentally conscious (WCS, 2016c). Neither global competence
nor environmental consciousness have been articulated by the school in a way that makes
progress towards the overall goal measurable. As a result, global stewardship outcomes are not
measured or reported on, either at the student level or the school level, and the school does not
have tracking mechanisms in place. Deardorff (2015) suggested that without any focus on the
assessment of global competencies, an organization is unlikely to make meaningful change.
Articulating definitions and identifying key objectives is a critical step in making progress
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towards global competency development (Deardorff, 2015; Fantini, 2009). While intercultural
competency has been identified by the school as one of the global competencies that should be
developed, a detailed explanation of what constitutes intercultural competency has not been
articulated, providing little direction for program development or assessment.
Connecting directly to the first guiding question about how to define global stewardship
so that all stakeholders start from a common understanding, examination of existing, related
frameworks may provide insight. For example, PISA, conducted by the OECD, assessed for the
first time in 2018 measures of global competencies built around a model of global competence
that encompasses values, skills, attitudes, and knowledge in four dimensions, each with specific
objectives (OECD, 2018). As there is alignment with the school’s very broad definition of global
stewardship (WCS, 2011), the OECD (2018) model could be used as a starting point for the
articulation of school-specific goals. Frameworks have also been developed by authors such as
McTighe Musil and Hovland (2015) to help university and college programs identify global
learning outcomes within programs and how they are achieved. UNESCO has also developed
guidelines for the development of intercultural competence (2006) and articulates connections
between intercultural competencies, diversity, intercultural dialogue, and human rights (2013)
that should be explored. Accessing such resources in the articulation of global competencies may
help WCS broaden definitions and identify areas of success within the institution that could
provide input and support. A CRSL lens is required to critically assess the underlying beliefs and
values in each of these frameworks to ensure that the school does not promote further
marginalization by using resources without addressing bias (Khalifa, 2018).
Other organizations have also attempted to articulate global competencies and concepts
similar to global stewardship. For example, the International Baccalaureate Organization (IBO)
holds international-mindedness as a key component of an IB education (Castro, Lundgren, &
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Woodin, 2013). Castro et al. (2013) noted that although international-mindedness has been an
overarching theme in the IB program, the IBO has not explicitly defined the term or come to
consensus on how the concept connects directly with the foundational learner profile. Similar to
the challenge facing WCS, without defining common, specific goals, educators are potentially
working towards disparate understandings of global competencies (Deardorff, 2009, 2015).
Increasing international focus. In a culturally responsive learning environment,
students should have access to learning materials they connect with, that represent the
communities they come from, and that model the acceptance and understanding of different
viewpoints (Khalifa, 2018; Minkos et al., 2017). Given the international population, WCS should
be continuously assessing learning materials and activities to ensure that they respect this
diversity. Increasing the international and intercultural focus of the school means that the
pedagogical strategies, learning materials, routines, and decision-making approaches at the
school should reflect and represent the diversity of the school population (Guo & Chase, 2011;
Skelton, 2016) in culturally responsive ways (Khalifa, 2018). Fabian (2016) has outlined
principles of teaching for international education, modified from the work of the International
Baccalaureate Organization. She called for differentiated, inquiry-based, concept-based, and
contextualized teaching and noted that quality teaching is informed by assessment, is done in
collaboration, and offers opportunities for “students to become independent, lifelong learners and
members of a community of learners” (Fabian, 2016, p. 93). Most important, though, she stated
that excellent teaching in international education values the knowledge and experience of the
students. These criteria align with both WCS’s characteristics of teaching excellence (WCS,
2013) and principles of CRSL (Khalifa et al., 2016). Together, they provide an opportunity to
structure an intentional review of both the how and what of learning at the school—both within
and outside of the classroom. Khalifa (2018) proposed the need for an audit of learning materials
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in schools to ensure they represent and respect the cultures present. Ensuring that the programs
offered do indeed hold the international and intercultural focus desired is a key component of
setting up an environment where diversity can be explored. Without an increase in the
international emphasis, there is little impetus to look to culture for learning (Skelton, 2016).
Increasing the international emphasis in a school presents a significant challenge. Hull
and Hellmich (2018) noted in their study that even schools with high resource levels face
“challenges in the substantial and meaningful instantiation of a global orientation” (p. 24). They
outlined seven strategies they found in schools across North America and Asia. Some of these
strategies, such as a diverse student population, multilingual language policy, and global
extracurricular activities, are already in place at WCS. However, global courses, a global
curriculum, intercultural communication through technology, and physical networks are areas
that could be examined in more detail as potential options (Hull & Hellmich, 2018).
Understanding and building intercultural competencies intentionally. Even though
there is a framework for understanding the development of intercultural competency as one of
the global competencies the school would like to focus on (Bennett, 1993), a gap exists with the
approach being employed. As outlined previously, and best articulated by Lantz-Deaton (2017),
bringing “students from a variety of cultures to study together on an ‘internationalisation’
campus may not be enough to promote the development of intercultural competence for most
students” (p. 533). Yeo (2010) has noted a tendency for international boarding students to stay
within culture groups and for simple structures, such as dining hall layout, to prevent interaction.
Experiential learning theory supports an approach to building intercultural competence (A. Lee,
Poch, et al., 2012) that identifies specific goals to focus on (Deardorff, 2015), results in each
student interacting with individuals who are different from them (Bennett, 1993), and provides
opportunities for meaningful reflection (Arkoudis et al., 2013). The selected solution needs to
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intentionally facilitate meaningful interactions in order for intercultural competency to develop
(Denson & Chang, 2009). Interacting with others provides the experience required in order to
progress through the experiential learning cycle (Kolb, 1984), but is not alone sufficient for
learning. An intentional approach that pushes students through all stages of experiential learning
supports growth in intercultural competency (Deardorff, 2006; A. Lee, Poch, et al., 2012).
Analysis: Summary. Through the Nadler and Tushman (1989) congruence model, three
key areas or gaps to have been identified. First, the school must articulate specific goals for
global stewardship. Second, the international and intercultural focus of curricular and
extracurricular programs need to be assessed to ensure alignment. Finally, intercultural
competence needs to be assessed and programming implemented to intentionally develop skills
in this area. Possible solutions presented should specifically address these key gaps.
Possible Solutions to Address the Problem of Practice
Recognizing the complexity of culture and diversity, and the potential tension balancing
the needs of students with the business realities of the school, no one single solution is likely to
address the challenges presented by the problem of practice or the gaps outlined previously.
Rather, an integrated solution that takes advantage of the benefits of multiple options may be
more effective (Riel & Martin, 2017) and will present opportunities to build intercultural
competency in an experiential manner. For the purposes of description and analysis, I present
solutions discretely. Each has been examined through the four frames proposed by Bolman and
Deal (2013) in order to provide structure to the identification of the needed changes, resources,
and potential consequences. Bolman and Deal’s structural frame provides an opportunity to
identify the time, financial, and technology requirements of each solution. The human resources
frame allows for exploration of the staffing and professional development needs. Given that the
symbolic and political frames focus more on implications for the school, I have combined them.
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Solution 1: Implement an internationally focused, culturally responsive leadership
approach and increase internationalization of programming. Recognizing the highly diverse
student population representing a wide range of cultural and national backgrounds, the first
solution proposes the school develop an international approach to the implementation of CRSL.
This solution is proposed to address the guiding question of how leadership approaches at the
school could prioritize intercultural competency and global stewardship. Two key elements are
required for this solution. First, the school can articulate a culturally responsive leadership
framework and use this to guide decision-making at the school (Minkos et al., 2017). Second,
assessment of current practices through international and culturally responsive lenses might
identify pedagogical changes required at the activity and classroom levels (Khalifa, 2018).
Structural frame. Khalifa (2018) emphasized the importance of engagement of and
relevance to the community being served when practicing CRSL. Given the international nature
of the school and boarding population in particular, applying an international focus to the
culturally responsive lens offers the opportunity to frame this leadership strategy in a way that
serves many communities of students within the school population.
Moving forward, the internationally focused, culturally responsive leadership approach
needs to be applied to decision-making processes at all levels, from the classroom teacher
designing learning activities and interacting with students to board-level strategy (Marshall &
Khalifa, 2018; Minkos et al., 2017). For example, activities done in advisory period on character
development should examine issues from multiple perspectives in a culturally sustaining way
(Paris, 2012). Similarly, when proposing new offsite experiential learning opportunities for
classes, questions about the cultural learning and cultural impact of such experiences should be
asked. A team will need to be established and provided with time to articulate the vision of
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internationally focused and culturally responsive leadership at the school and develop
frameworks for decision-making based on this vision.
To address the activities taking place in classrooms, each department and team of
teachers will need to undertake an extensive audit of the resources and practices in use and
subsequently assess whether they reflect the diversity of the school (Khalifa, 2018; Richards et
al., 2007). Both international and cultural lenses should be applied to ensure that materials being
presented are both representative of diversity and intentional in application. Curricular resources
may need to be researched and acquired in order to provide more balanced perspectives in areas
where deficiencies are identified (Manion & Weber, 2018; Richards et al., 2007). Culturally
responsive and culturally sustaining pedagogical practices, particularly those that approach
learning in an experiential manner, will also need to be researched and supported (Paris, 2012).
Human resources frame. Some members of staff and faculty do not question the role of
culture or the approaches of the school. In many cases, faculty may not be aware of what they do
not know about culture. In addition to the diversity training that the school is undertaking,
Marshall and Khalifa (2018) suggested the use of coaches in the school to support faculty in
becoming more culturally responsive. Khalifa (2018) further noted the importance of all staff,
not just teachers, being educated in culturally responsive pedagogy due to the important and
extensive interactions they have with students outside of the classroom. Pas et al. (2016) found
that coaches working with teachers to develop culturally responsive practice were both effective
and well received in schools. A coach or external consultant could initially work with the staff
currently responsible for global stewardship and be involved in an inventory of practice and
resources (Khalifa, 2018) before transitioning into a facilitator of critical reflection and cultural
learning. Additionally, the culture coach may leverage community resources and consultants to
educate faculty and staff.
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Moving forward, the school could also intentionally consider culture and culturally
responsive capabilities in the recruitment and retention of teachers and other staff (Johnson,
2014; Khalifa, 2018). Prioritizing global competencies and intercultural skills in potential faculty
offers the opportunity to strengthen the expertise available.
Political and symbolic frames. Critical self-reflection, as required by CRSL, will
challenge fundamental beliefs at the school and long-standing priorities and traditions. Extensive
effort will be required to educate all stakeholders on the benefits of the application of an
internationally focused, culturally responsive leadership approach in the school, as there is likely
to be resistance (Lopez, 2015). Lopez (2015) found that the CRSL approach can be challenging
and could require supports in order for staff to engage in reflection, engage in authentic critical
dialogue, and share feelings. Connecting to the experiential approach, educators need the
opportunity to experience these steps to be able to apply them (Burke, 2013; Lopez, 2015).
Two key symbolic considerations are required in implementing this solution. First, WCS
has a set of core values that drive educational and character education decisions. Infusing an
internationally focused, culturally responsive leadership approach suggests examining these
values through different lenses to determine if they continue to be appropriate and reflect a broad
global perspective. Minkos et al. (2017) highlighted the importance of school administrators
confronting bias and exploring the values implicit and explicit within the school. A careful
examination of the school’s core values to explore bias through a CRSL lens should be
completed. Second, the school will need to examine key rituals to understand what is celebrated
and how it is celebrated. This survey of current practice also aligns with the equity audit that
Khalifa (2018) suggested as a key component of developing cultural responsiveness. Currently,
academic and athletic achievement are recognized most widely, with artistic skill and
contribution through service celebrated less frequently. Skills and experiences not encompassed
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within one of these categories currently receive little to no attention. Additionally, holidays and
celebrations at the school represent the traditional North American roots of the school rather than
the diversity of the student population. Critical analysis of these areas may result in subsequent
structural changes in the use of time in order to respect and celebrate diversity.
Solution 2: Articulate global stewardship competencies and assess skills. This
solution addresses the first guiding question, how building a common understanding might
impact progress towards global stewardship. The OECD (2018) suggested that teaching global
competencies is critical for fostering a harmonious and peaceful society, promoting responsible
economic development, building responsibility, and addressing challenges of sustainability.
Assessing global skills offers the opportunity to make evidence-based programming decisions in
support of changes to curriculum, teaching, and assessment in the school (Fantini, 2009).
Solution 2 involves a team investigating global competency frameworks, assessing them through
culturally responsive and experiential lenses, selecting or developing a model, and choosing
elements to prioritize at WCS. An emphasis on developing intercultural competency within the
articulated goals may promote a greater focus on these skills (Deardorff, 2015).
Recognizing the rapid pace of development in the world and the school’s evolving
understanding of global stewardship, the new global stewardship competency framework would
need to be flexible and reviewed regularly to ensure that it was meeting the needs of the
institution in supporting decision-making and program development (Deardorff, 2015). The
global stewardship competency framework would then become the tool for developing new
programs, reviewing existing programs, and unifying global stewardship efforts.
Structural frame. Effective implementation of a framework requires mechanisms of
assessing and tracking progress towards goals. Tools for reporting achievement of global skills
need to be developed, tested, and implemented (Deardorff, 2015). For example, advisors may be
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required to track and report on skills on report cards, courses may be required to include
assessment components, or students may be required to compile and reflect upon a portfolio
highlighting their development. Technological tracking solutions will be required, and
substantial time will need to be dedicated to collecting and reflecting on data to inform practice.
Human resources frame. A significant amount of release time is required for a team of
educators and other stakeholders to review frameworks for global competencies. Once a
framework is selected or developed, professional development for all of the faculty to understand
global competencies as they connect with stewardship will be required. Some faculty will also
require support in developing these competencies themselves (Lopez, 2015). An experiential
approach is suggested later in this OIP in developing these competencies.
As WCS moves towards the assessment of global stewardship competencies, the faculty
will require support to adjust their assessment (Marshall & Khalifa, 2018). Additional release
time for assessment coaches at the school would allow faculty teams to be supported in
developing assessment strategies for global competencies (Pas et al., 2016).
Political and symbolic frames. Identification and prioritization of global stewardship
competencies for the school are strategic-level initiatives that will require the support of the
board, especially if a competency framework becomes the foundation of the strategic plan.
Involving members of the board, along with teachers and administrators from a variety of
departments in the review and selection of priorities for the framework, offers the opportunity to
build support for the initiative across all levels (Sparrowe, Soetjipto, & Kraimer, 2006) and
continue to build these skills in all stakeholders. Ultimately to address the CRSL approach, the
goal needs to be the creation of a framework that is based upon input from all members of the
broader school community and engages students and families (Khalifa, 2018).
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Solution 3: Implement an intentional model of intercultural learning and measure
intercultural competency. Opportunities to leverage the diversity of culture afforded by the
student population at WCS require intentionality in programming (Denson & Chang, 2009) and
an experiential approach (A. Lee, Poch, et al., 2012). Two key areas require development. First,
a means of specifically assessing intercultural competence is required (Fantini, 2009). Second,
specific strategies must be employed in classrooms, extracurricular programming, and informal
settings to promote intentional intercultural interaction and learning (Arkoudis et al., 2013).
Fantini (2009) provided an overview of and justification for various tools that may be
used to assess intercultural competence. However, given the current use and understanding of the
IDI (Hammer et al., 2003) at WCS, continued use of this tool is a logical and efficient use of
resources initially. Recognizing that the IDI may be subject to cultural and language bias
(Greenholtz, 2005; Lantz-Deaton, 2017), other tools used in measuring global competency or
specifically focused on intercultural competency may also provide useful data and debrief
opportunities that should be explored. As intercultural competency becomes a focus for the
school, other assessment tools may be selected for their applicability at specific stages of
intercultural development. Deardorff (2015) suggested that only two or three aspects of
intercultural competency should be assessed at a time and that the priorities a school sets should
be reviewed regularly. Other measurement approaches are discussed in Chapter 3.
Although there is relatively little research on the use of diversity to develop intercultural
understanding in the independent school context, relevant studies at the postsecondary level offer
insight and direction. For example, A. Lee, Poch, et al. (2012) compiled recommendations for
incorporating intercultural learning in university-level courses. Similarly, Arkoudis et al. (2013)
developed an interaction for learning framework (ILF) highlighting key themes from successful
intercultural learning experiences between domestic and international students in an Australian
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university. The ILF noted the need for careful planning of intercultural opportunities, creating
environments that support the required interaction, and intentionally facilitating interaction.
Arkoudis et al. suggested that learning activities should explore subject knowledge through
different cultural lenses, require reflection, and support students in becoming intercultural
communities of learners. They suggested three relevant instructional strategies for the
development of intercultural learning: making cultural interaction a stated course objective,
designing learning tasks that require students to work with students from other backgrounds, and
making use of assessment tasks requiring peer feedback. The ILF connects with the experiential
learning model (Kolb, 1984) by providing direct experiences, reflection, new understanding, and
opportunities for further experimentation. Reid and Garson (2017) applied the ILF to
postsecondary classes that did not have a specific focus on culture and found a positive effect on
students’ perceptions of group work with peers from other cultures. Even though there is
additional work to be done to adapt the ILF to the high school environment, the Arkoudis et al.
framework represents an important starting point for teaching teams to evaluate their current
approaches and look for opportunities to leverage the diversity of students for experiential
intercultural learning in the classroom.
Structural frame. Following the inventory of internationalization and culture proposed in
the first solution, a framework for the intentional integration of students through an experiential
approach and based on the Arkoudis et al. (2013) framework, could be developed. This approach
provides an outline for teachers to develop activities that intentionally make use of diversity as a
learning opportunity. The framework can guide the development of culturally responsive
pedagogy in classrooms in an experiential way.
One significant structural barrier to the development of greater intercultural learning and
assessment of intercultural skills is time. In addition to the time required for teachers to develop

LEARNING FROM CULTURAL DIVERSITY

64

and implement frameworks and assessment, the teaching and evaluation of intercultural
competency will require a reallocation of time.
Human resources frame. Bennett (1993) outlined the importance of those who are
teaching intercultural skills to have developed a level of sensitivity on his scale at least one
beyond those of the students. Professional development resources will need to be allocated to
provide opportunities for faculty to develop their own skills (Richards et al., 2007) and to gain
familiarity with the frameworks. Similar to Solution 1, coaches in the school could help faculty
to develop greater intercultural competence (Marshall & Khalifa, 2018; Pas et al., 2016) in
experiential ways (Burke, 2013). Guo and Chase (2011) noted that facilitated processing
experiences were essential in supporting university students experiencing culture shock in an
intercultural communication program. All students at the school would need intentional support,
and faculty would require opportunities to develop the skills required to provide this support.
Political and symbolic frames. Examining issues through a cultural lens and with value
placed on diversity presents the opportunity to challenge elements of the existing school culture
at WCS, particularly as they relate to power and privilege (Khalifa, 2018). Discussing such
issues requires a high level of support from the administration and board of the school, as some
difficult and contentious topics are likely to be explored in classrooms.
Recognizing that we strive towards “a more holistic, contextual understanding of that
culture, including the historical, political, and social contexts . . . beyond the conventional
surface-level knowledge of foods, greetings, customs, facts, and so on to understanding the
intricacies of these deeper contexts” (Deardorff, 2009, p. 480), WCS will need to examine how
issues of culture are shared and celebrated. Considering this challenge through a CRSL
approach, teams of faculty and students could explore how culture and ways of thinking might be
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shared with the entire school population in meaningful ways (Khalifa, 2018). This would, of
course, also require time resources be allocated for exploration and celebration of culture.
Finally, any intercultural competency program development should be done with
knowledge of the legal and international guidelines, such as those set out by UNESCO (2006).
Solution 4: Develop a formal intercultural communication curriculum. Hull and
Hellmich (2018) identified the development of focused courses as a strategy employed at some
schools to support global education. Teachers at WCS could prepare and deliver an engaging
culture-based curricular course to students (Johnson, 2014) based on existing resources. For
example, Jandt (2018) has released nine editions of an instructional textbook on intercultural
communication that could be used as a foundation for such a program. Stephan and Stephan
(2013) provided a six-stage process for building an evidence-based intercultural curriculum that
could also be implemented at WCS.
Learning a second language also provides an excellent opportunity for developing
intercultural competency (Fantini, 2009). Upcoming revisions to the language curricula place a
greater focus on intercultural communication (Government of [Region], 2018; Government of
[Region], 2019), and teachers will need to update their courses to reflect these changes regardless
of the solutions selected to respond to the problem of practice in this OIP.
While a formal intercultural learning program could be developed, such a course would
need to become mandatory for every student, built into an existing graduation requirement, or be
sufficiently appealing that the majority of students would choose to participate. This solution
relies upon a solid framework and purpose in order to be successful (Deardorff, 2011).
Additionally, A. Lee, Poch, et al. (2012) have maintained that such an approach is “informed by
the goal of coping with diversity rather than embedding it in the fabric of the institution and at
the heart of student learning” (p. 11). They suggested that interactions between people, not just
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with teaching materials, are required to develop intercultural skills. They also suggested that an
approach that integrates intercultural learning across the curriculum with interactions offers
greater potential for meaningful learning. Denson and Bowman (2017) also found in their metaanalysis that while diversity courses did not have negative impacts, they often only yielded
mixed results. This solution also does not leverage the diversity of students at the school in the
intentional way the interaction for learning framework (Arkoudis et al., 2013) in Solution 3 does.
From an experiential learning perspective, intentional interactions across the curriculum appear
to provide a greater opportunity for learning than classroom studies in a mandated course.
Instead, existing materials supporting a formal intercultural curriculum may be incorporated into
all classes. As a result, this solution has been rejected.
Selected Solutions
Even though the solutions, a summary of which is available in Appendix B, all offer
research-supported opportunities for WCS to move towards a greater focus on global and
intercultural competence, the goal of this OIP is to make leadership decisions leading to the
prioritization, teaching, and assessment of intercultural competency across the school in a way
that leverages the diversity of the school population. Fantini (2009) suggested that “intercultural
competence may be defined as complex abilities that are required to perform effectively and
appropriately when interacting with others who are linguistically and culturally different from
oneself” (p. 458, emphasis in original). A diverse school community, including a broad
international population, offers the opportunity for all members of the school community to have
interactions with individuals who are “linguistically and culturally different” in ongoing and
meaningful ways. The approaches suggested in Solution 3, the intentional development and
assessment of intercultural competency skills, appears to have the most significant direct impact
on the problem of practice and provides an experiential solution. However, given the existing
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school focus on global stewardship, the development of intercultural competency should sit
within a framework of global competencies as proposed in Solution 2. Expanding the existing
school goals for global stewardship in this manner serves to bridge the work done to date and the
changes proposed. Unifying these two strategies is the addition of Solution 1, an internationally
focused, culturally responsive leadership approach. Adopting such a philosophy as a key
approach for decision-making would help to foster an environment where culture and
intercultural development can be valued (Khalifa, 2018).
Figure 2 shows how the development of a global stewardship competencies framework,
combined with the existing curriculum, could be viewed through an internationally focused,
culturally responsive leadership approach to develop learning outcomes. The application of the
intentional strategies suggested by the ILF for developing intercultural competency takes
advantage of the experiential learning cycle. The concrete experience and active experimentation
stages of the experiential learning cycle provide excellent opportunities to maximize the learning
potential offered by diversity when approached in a responsible and culturally responsive way.
The development of assessment tools, as explored in Chapter 3, offers the opportunity to collect
data to further inform both the competency framework and the leadership approach. Together, all
three of the solutions selected complement each other and promote the prioritization, teaching,
and assessment of intercultural competency at the school.
Moving forward with the complex and integrated solution proposed requires careful
analysis of the ethical implications involved. The next section examines how, with the data
gained through the gap analysis, WCS has an ethical obligation to implement the integrated
solution through a change process promoting greater development of intercultural competency.
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Figure 2. Integrated solution using a global stewardship competency framework, a focus on
experiential intercultural learning, and an internationally focused, culturally responsive
leadership approach.

Ethics and Organizational Change Issues
Northouse (2019) listed five principles of ethical leadership: respect for others, service to
others, demonstrating justice, maintaining honesty, and building community. Fundamental
beliefs within each of the leadership models—distributed (Spillane, 2006), servant (van
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Dierendonck, 2011), and culturally responsive (Marshall & Khalifa, 2018)—align with these
principles. Similarly, the school’s standards call for ethical education and leadership that serves
the stakeholders of the school in a manner that aligns with these three leadership approaches
(WCS, 2013). Starratt (1991) presented a model of ethical leadership in schools consisting of an
ethic of care, an ethic of justice, and an ethic of critique. Other authors have used these three
ethics as a tool for examining modern issues in schools (for example, Ehrich, Harris, Klenowski,
Smeed, & Spina, 2015). Examining the changes proposed in this OIP through these three lenses
offers a way to understand potential ethical issues at WCS.
Ethic of care. Foundational to the ethic of care in education is a belief in the importance
of the well-being of students (Starratt, 1991). The school has an ethical obligation to further
develop an understanding of and respect for the diversity of the school population (Khalifa,
2018). Particularly with the perspective offered by an internationally focused CRSL approach
and an increased knowledge of the potential impacts of marginalization or deculturalization on
students (Fraise & Brooks, 2015), ignorance towards necessary changes is unacceptable. Failure
to take action and follow through on proposed changes at this point would be irresponsible and
unprofessional (National Policy Board for Educational Administration, 2015).
The ethic of care is especially important as the school attempts to leverage the learning
potential of a diverse student population. Intercultural learning must benefit all members of the
community and not be at the expense of diversity (Fraise & Brooks, 2015). Further examination
of the principles of culturally sustaining pedagogy, such as those presented by Paris (2012), is
appropriate. In order to have meaningful positive impacts, intercultural learning must examine
issues of discrimination, power, and multiple ways of thinking rather than simply celebrate
difference (Gorski, 2019). From both a CRSL and ethical perspective, when racism,
marginalization, or other forms of discrimination or inequity are uncovered within the school,
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they must be addressed (Gorski, 2019; Khalifa, 2018). Similarly, intercultural learning
experiences must avoid perpetuation of stereotypes, the unethical behaviour reported most
commonly in a study by Nam, Weaver, and delMas (2015). Social justice and decolonization
approaches should be explored in the development and implementation of the solutions, as
perspectives on power and discrimination may influence processes and decision-making (Dei,
2016). Each action taken should be assessed with CRSL principles to ensure that decisions
promote learning and minimize the potential for harm. Overall, a methodical and reflective
approach to decisions and actions is appropriate.
Hull and Hellmich (2018) found that a key element of success in intercultural learning at
a boarding school they studied was the relative isolation of the campus from the influences of
North American culture. This bubble offered students the opportunity to connect with others in
deep and meaningful ways. With WCS’s urban location, isolation from strong external cultural
influences is not a practical possibility. Instead, the school has a responsibility to acknowledge
and unpack the influences at play and be intentional in addressing them. Choosing an
internationally focused, culturally responsive leadership approach for the school provides a
strategy for such an analysis and conversation.
Morales (2017) noted that students joining a school from outside the dominant culture
learn more intercultural sensitivity than those who are part of the majority. In recent years, WCS
has entered into agreements to sponsor students from around the world in order to further
develop diversity. These students have been intentionally selected because they come from
backgrounds and bring ways of thinking that are different from the majority of the school
population. In bringing these students to the school, we have an ethical responsibility to ensure
that they have opportunities to make a meaningful contribution to the school community and not
simply be absorbed into the existing school or North American culture. With both a financial
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investment and a promise being made to international families, more effort needs to be invested
to maximize the benefits for all without deculturalization (Fraise & Brooks, 2015).
Ethic of justice. The ethic of justice supports equality of opportunity for student learning
and addressing student needs with fairness (Starratt, 1991). Reframing school priorities around
an internationally focused, culturally responsive leadership approach offers opportunities to
intentionally empower those of diverse backgrounds in meaningful ways. For example,
individuals, both faculty and students, from minority groups may take a greater role in assisting
others through cultural reflection processes and an assessment of school priorities (Marshall &
Khalifa, 2018) or be meaningfully involved in the development of the framework for intentional
intercultural learning. As noted by Gorski (2019), critical examination of the organization and
ensuring redistribution of opportunity, access, and resources is a key step in promoting equity
and reducing bias. The assessment of practice within the school that is called for by the
integrated solution also offers an opportunity to examine policy and procedure to remove
inequitable or discriminatory elements (Gorski, 2019).
An ethic of justice would also require examination of the role of the school and the
intentions of the attending students. Understanding that students come to WCS believing it may
increase the potential to access universities and colleges in North America, it could be argued
that acculturation to Western norms would be helpful. However, as Allan (2002) observed, the
goals of intercultural education and school experiences leading to access to Western, Englishlanguage postsecondary opportunities do not need to be disparate. Through his study, Allan
showed that carefully constructed experiences of cultural dissonance and reflection can lead to
both intercultural learning and preparation for an English post-secondary education. While some
stakeholders might value the academic goals of the school the most, the organization has an
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obligation to work towards all three outcomes of the strategic plan and not cater exclusively to
market pressures (Bowman, 2017; Dei, 2016).
Ethic of critique. The ethic of critique suggests that leaders should continuously
question systems and processes in order to promote equity and integrity (Starratt, 1991).
Concurrently, a CRSL approach would suggest the additional layer of critiquing the values with
which these systems and processes are examined (Khalifa et al., 2016), as Lumby and Foskett
(2011) suggest the way culture is “explored may reflect the cultural stance of the interrogator”
(p. 454). This type of reflection is the hard but essential work of CRSL in identifying aspects of
the school experience that are discriminatory or deculturalizing.
Core to the solution selected is the development of criteria for global stewardship
competency and the selection of tools to measure them. Given previous research suggesting that
tools for measuring intercultural competency may be culturally biased themselves (Greenholtz,
2005), the school’s leadership needs to continuously question assumptions being made,
especially as they relate to the reliability and validity of models. Nam et al. (2015) identified the
misuse of survey instruments and training exercises as one of the top unethical behaviours in the
development of intercultural relations. The ethic of critique needs to continuously inform this
review process.
As the school goes through a period of critiquing foundational elements and developing
new priorities, faculty will be challenged. Core beliefs and understandings will face critique as
global competencies and CRSL begin to drive teaching and learning. Faculty may also be
challenged by some of the intercultural learning required (Marshall & Khalifa, 2018). Pushing
faculty to develop their own understandings of culture and applying a lens of critique to
understand how institutional practice impacts on students from different cultures is a key
responsibility for combating discrimination and developing a culturally responsive school
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(Gorski, 2019). As a result, the change implementation plan must include strategies to help all
members of the school community wrestle with their understanding of culture and develop their
own competencies in a way that acknowledges bias (Leeds-Hurwitz, 2013) and avoids further
inequities (Lumby & Foskett, 2011).
Chapter Conclusions
This chapter presented an examination of the organization, identified gaps to be
addressed, and suggested four solutions to address the problem of practice. Analysis also
suggested that changing nothing and continuing with the status quo is not an ethical option. As a
result, WCS has an obligation to embrace change to ensure that members of the school
population, including boarding students, are both contributing to intercultural understanding at
the school and gaining benefits in a meaningful way. An integrated solution involving
developing an internationally focused, culturally responsive leadership approach; articulating
global stewardship competencies; and designing intentional intercultural learning experiences
has been selected for further exploration in the third chapter through the change path model
(Cawsey et al., 2016).
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Chapter 3: Implementation and Communication
In the previous chapter, a critical organizational analysis revealed areas requiring change
in order to meet the strategic goal of educating for global stewardship through the development
of intercultural competency. Possible solutions addressing the problem of practice were outlined,
and three were selected to be integrated and implemented. The use of an internationally focused,
culturally responsive leadership approach will guide the school in decision-making, critical
reflection, and prioritization of intercultural competency development. Articulation of global
competency goals supports the teaching and assessment of the development of intercultural
competency. The creation of experiential, intentional interactions focusing on developing
intercultural competency informed by CRSL and in support of the selected goals emphasizes the
learning of this key global competency. This chapter outlines the change implementation plan,
processes for monitoring and evaluating the change, and a communications plan. The OIP
concludes with a discussion of limitations, next steps, and future considerations.
Change Implementation Plan
WCS is about to embark on a multi-year process to develop a new strategic plan. This
OIP provides an opportunity to enact change through a lens of CRSL in support of a key goal of
the current plan that has not been fully achieved. Institutionalizing a new leadership approach
and goals for global stewardship may be reinforced by setting targets in the new strategic plan.
Intentional, experiential intercultural competency development in support of these targets will
help the school learn more effectively from the diverse student population.
Although I selected three solutions in Chapter 2, two key areas of development are
proposed. The first priority focuses on the role of culture and the international perspective within
the leadership of the school. Ultimately, the objective is to develop an internationally focused
(Skelton, 2016) and culturally responsive school leadership approach (Khalifa, 2018) that is
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reflected in all school practices. This priority includes both a commitment to a leadership
statement and use of a decision-making framework for assessing elements of practice across the
school to embed CRSL principles. The second priority involves the development and
implementation of a global stewardship competency framework for the school based on other
models of global competencies (Deardorff, 2015; OECD, 2018). The goal in this area is to
increase the focus on global competencies by establishing targets to teach these skills
intentionally (Deardorff, 2015). Intercultural competency represents a global competency that
will be emphasized within this framework in order to leverage the diversity afforded by the
student population, including an international boarding community. An intentional approach to
experiential interactions that promote the development of intercultural competency (Arkoudis et
al., 2013) is the second step in the development of the global competency framework. In order to
implement this complex plan, an organized approach driven by a change leadership team is
appropriate (Cawsey et al., 2016).
Change leadership team structure. Given the distributed leadership approach outlined
in the first chapter, developing and empowering a team to support the change initiative is
appropriate (Kogler Hill, 2019; Spillane, 2006). Bringing together academic and program leaders
of the school, as shown in Figure 3, will be essential to ensuring the various areas of the school
are working in concert toward the goals. Each of the key teaching and learning areas, both within
and outside of the classroom, falls under this team’s scope of responsibility. Each of these
individuals is currently responsible for the implementation of the strategic plan, has been
involved in analysis of the current status of global stewardship at the school, and is aware of the
need for further efforts in this area. Through my involvement as a collaborative member of this
team, and with the support of the other members, I have the agency to lead the change initiative
forward.
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Figure 3. Proposed change leadership team structure showing two committees.

The collaborative, collective, and coordinated forms of distributed leadership will be
employed (Diamond & Spillane, 2016). The full team will need to meet regularly in order to
share information and collaborate as leaders. Under the overall direction of the change leadership
team, two separate committees will lead through a collective approach while focusing on one of
the key goals. Even though these committees will work independently, the work of each will
impact the other, and the required resources, outcomes, and processes will overlap frequently.
For example, the change in leadership approach and implementation of CRSL principles
proposed by the first committee will should influence the development of the global stewardship
competencies framework being prepared by the second committee. Similarly, a culture and
course/curriculum analysis will require input from both committees. As shown in Figure 3 and in
accordance with CRSL practice (Khalifa, 2018), each committee will also require the
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engagement of members of the broader faculty as well as families and students. Notably, other
leaders involved in experiential learning at the school, including outdoor education and service
learning, are fundamental to developing the global stewardship competencies framework. With
my own focus on an experiential approach, leveraging the input and experience of these
individuals and departments is critical to coordinating the new framework with existing
initiatives. As projects develop and input from more individuals becomes appropriate, each
committee will evolve, and additional smaller teams may form to focus on specific tasks. Finally,
the coordinated aspect of distributed leadership is also critical to the overall success of the
project (Spillane, 2006). With many goals to achieve and interrelated processes, there will be
frequent hand-off of leadership activities within and between committees and the larger team.
Upon completion of the assigned committee tasks, both groups will collaborate on the
implementation of the experiential intercultural learning framework. As the committee grows
and involves more individuals, principles of a networked improvement committee (NIC), as
proposed by Bryk, Gomez, and Grunow (2011), will leverage the distributed leadership model.
An expanding circle of involvement also offers opportunities to engage the knowledge of the
whole school community in developing a greater understanding of students, a key CRSL
behaviour (Khalifa et al., 2016).
Change leadership and the networked improvement community model. The
development of a leadership team with subcommittees to address the OIP relates well to the
concept of a NIC. A NIC is defined as a “distinct network form that arranges human and
technical resources so that the community is capable of getting better at getting better” (Bryk et
al., 2011, p. 11). Members of the NIC use learnings generated by the group to set and work
towards increasingly ambitious goals. Precise targets that can be measured help members of the
NIC prioritize and maintain focus (Bryk et al., 2011). The NIC model also promotes the addition
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of new members interested in supporting the goals of the group. Scaling up involvement and
leadership as outlined in this OIP aligns well with this approach. Bryk et al. have advocated for
the intentional use of data and an intentional review cycle to create improvement. The structure
of the change path model (Cawsey et al., 2016) and the PDSA cycle (Langley et al., 2009)
support intentional improvement and the work of the NIC. Additionally, implementing CRSL in
schools requires intentional and effective use of data in decision making (Khalifa, 2018).
Cawsey et al. (2016) suggested the use of the leverage analysis strategy, a listing of each
stakeholder’s predisposition to change, current commitment to change, and level of
understanding of the change. For each stakeholder, the actions required to encourage the
stakeholder to adopt the change are also identified. Cawsey et al. outlined how the use of this
strategy can identify specific stakeholder groups and actions that enact maximum change with
minimum effort. For example, WCS has faculty who are keen to further develop a global focus
in their classrooms. The Grade 10 focus program outlined previously is an example of a facultydeveloped program already supporting the development of global stewardship. With limited time
and resources available, examining the faculty using the leverage analysis strategy may help the
leadership team identify individuals and departments who require the least effort and support to
achieve the greatest impact. Through their involvement in these pilot projects, selected faculty
and departments build expertise and may then provide mentorship to other educators.
Implementation: The model for improvement framework. Langley et al. (2009)
outlined a model for improvement framework based on the PDSA model. Their approach
requires the identification of specific, measurable changes that can be implemented in support of
a goal. The project is planned, implemented, and then analyzed so that gathered data and
knowledge gained may subsequently influence future action. The implementation plan for the
selected solution in this OIP will be developed through a PDSA model. This approach allows for
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feedback obtained throughout the process to influence the planning decisions made for
subsequent steps and support the work of the committees as a NIC. In the plan stage, specific
changes are proposed and explored. The plan is developed to include measures of progress that
can be analyzed (Langley et al., 2009). The second stage of the PDSA cycle, do, involves
implementing the changes. Resources are allocated and work is initiated in support. Throughout
this process, progress towards the goal is monitored (Langley et al., 2009). In the study stage,
feedback and evidence from the implementation stage are interpreted to assess change progress.
In particular at this stage, the lenses of CRSL and experiential learning can be applied to ensure
that the data collected and outcomes being measured align with the new priorities. Results are
then shared with the members of the change implementation team (Langley et al., 2009). In the
act stage, a decision will be made to determine whether the change should be retained,
abandoned, or further developed (Langley et al., 2009). Specifically, pilot projects may be
expanded to broader populations, cancelled, or modified and attempted again. The PDSA model
also connects well with the experiential learning cycle (Kolb, 1984), with the do stage
representing an experience, the study stage requiring reflection and learning on that experience,
and the act stage providing opportunities to test the new understanding.
Implementation schedule. Work towards the implementation of the OIP is anticipated to
require at least two full school years provided that there is concurrent development by each of
the two leadership committees. Figure 4 shows a proposed implementation schedule. From the
perspective of the change path model (Cawsey et al., 2016), the figure shows the steps
progressing through the awakening, mobilization, and acceleration stages. The
institutionalization stage is represented by the incorporation of the change into the next strategic
plan through the establishment of long-term goals for global stewardship.
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Within each step of implementation, the PDSA approach (Langley et al., 2009) will be
employed. Figure 5 demonstrates this within the mobilization stage in the development of a draft
global competencies framework (plan), the implementation of that framework as a tool for
assessing school culture and courses (do), the evaluation of the effectiveness of the tool and
examine it critically through a CRSL approach (study), and then further revision to the
framework (act). It shows the extension of the PDSA cycle through a possible next phase, where
the revised framework is used to plan and develop a new learning activity before the
effectiveness of the framework as a tool is again assessed.

Figure 5. Sample of the PDSA cycle for the development of the global stewardship
competencies framework.

Although the feedback loop is shown only once on the diagram, such a cycle is to be
repeated a number of times, scaling from very simple test cases examined by the committee up to
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application of the framework to full courses or activities and with feedback from a broader
audience. Understanding that experiential learning and PDSA processes are cycling and ongoing
in nature, a continuous evaluation of each aspect of the change is recommended. Continuously
revisiting changes and decisions also allows a review of progress against the overall goals and
leadership approach being employed. Additionally, and as noted previously, the two key
frameworks being developed concurrently will influence each other, so additional PDSA cycles
may need to be employed to ensure that they are in alignment.
Goal setting. Cawsey et al. (2016) suggested the use of SMART goals as a strategy in
implementing change projects. Such goals are specific, measurable, attainable, relevant, and
time-bound. They align well with the achievement of measurable targets Bryk et al. (2011)
suggested are key to a NIC. As noted in Chapter 1, clear goals and measurement standards are
also essential for effective distributed leadership structures (Kogler Hill, 2019). Each committee
has a specific goal to achieve. Together, the two committees will work towards the development
of intentional, experiential, intercultural learning experiences. Appendix C outlines examples of
SMART goals for short-, medium-, and long-term time frames that the change leadership team
may establish to support the work of the group. The first goal from Appendix C— demonstrate a
commitment to developing an internationally focused, culturally responsive leadership approach
at WCS by the start of the fall 2020 term—may be examined through the SMART framework as
an example. In this statement, the outcomes are specific and measurable (the goal calls for a
demonstrated commitment that can be shown through completion of sub-goals), attainable (the
research evidence required is available), relevant (this is a key sub-goal in the achievement of the
implementation plan), and time bound (a deadline of fall 2020). Once goals, sub-goals, and
timelines have been established for the project, the change leadership team can begin to explore
the allocation of resources required in order to support the initiative.
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Resource allocation: Professional development planning. Currently, growth and
renewal projects are undertaken annually by faculty, either individually or within a professional
learning community, to examine and improve teaching and learning at the school. In recent
years, a high level of flexibility has been afforded to faculty in the selection of the theme or
focus for their ongoing professional development projects. Given the complexity of the issues
addressed in this OIP and their direct connection to a key strategic goal that has not yet been
realized, the focus of professional development at the school may need to be more tightly defined
in coming years to help faculty build the capacity to support global stewardship initiatives.
Khalifa (2018) suggested that every PLC activity in the school should be connected to cultural
responsiveness. Incorporating CRSL principles and the school’s revised leadership framework
within all professional development offers opportunities to support staff in employing the new
leadership approach. A. Lee, Poch, et al. (2012) suggested that provision of professional
development is critical for faculty to develop the skills and confidence to support learning about
culture across curricular areas. Initially, cultural and global competency professional
development may be offered just to the change leadership team and expanding NIC. A focus on
CRSL behaviours and principles will also be required for all members of the change leadership
team initially. As knowledge builds and more individuals and departments become involved,
opportunities are offered to a broader audience. Applying a train-the-trainer model, those
involved in the project may develop capacities that enable them to lead professional development
for others. Khalifa (2018) advocated for individual accountability, working in teams, mentoring,
and proving culturally responsive training to make CRSL sustainable and institutionalized.
As outlined in Figure 4, goals for professional development in Year 1 involve assisting
faculty in understanding the culturally responsive approach to examining the world, building an
understanding of personal cultural competence, and exploring the culture of students. The goal is
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to build a deeper and different understanding of the students and the role that culture plays in
learning. Year 1 objectives include administering and debriefing the IDI with all educators;
engaging in critically reflective conversations about the role of culture in teaching; identifying
bias, marginalization, and deculturalization; and learning about the backgrounds and lived
experiences of the students. Experiential education skills, including the capacity of the educators
to experience, reflect, think critically, and take action (Kolb & Kolb, 2017) should be embedded
into this professional development. Workshops will need to be offered for all faculty and staff to
help them explore and understand the new leadership framework being employed. Year 2 goals
for professional development involve developing a greater understanding of and level of
proficiency in global competencies within faculty, exploring strategies for the teaching and
assessment of global competencies, and further understanding the impacts of culture on learning.
The extension for Year 3 is to offer a comprehensive and varied professional development
program for the faculty at large that explores culture, global competency, teaching for
intercultural competency, and developing metacognitive skills in support of experiential learning
(Kolb & Kolb, 2017). Faculty could then have the opportunity to choose the area of focus most
appropriate to their work and skill level. The potential exists for this professional development
program to be based around experiential opportunities for faculty to improve their understanding
of concepts and ability to apply them in the school (Burke, 2013). From a leadership perspective,
this plan is in alignment with servant leadership approaches in supporting the growth and
development of followers (Spears, 2010). Additionally, it supports the development of
knowledge and skills for faculty that support recognition of diversity as an asset, as called for in
CRSL (Minkos et al., 2017). Finally, revisions to WCS’s ongoing teacher assessment program
need to explicitly include elements of cultural responsiveness in self-reflection, observations, and
debrief conversations (Khalifa, 2018).
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Resource allocation: Staffing. Building capacity through an understanding of culture
and global competencies is a key goal for the professional development plan. Even though there
is some expertise within the school, leveraging external expertise will also be necessary. The
proposed solution suggests the addition of a staff member at 60% or more in the role of culture
coach. This individual will help develop the professional development plan for each year,
connect with external resources, and provide workshops and support within the school. The
scope of work is to be determined and hiring to be completed after the two committees begin
work on their respective projects. This will allow the change leadership team to consider existing
expertise and anticipated needs before committing to contract details. Leveraging external
resources to provide expertise may accelerate learning about the key concepts being explored
through professional learning opportunities and pilot projects (Fink & Markholt, 2016).
Resource allocation: Time. With a distributed model, many people are involved in
doing the work of leadership and, consequently, many people need opportunities to come
together to collaborate and coordinate. The most significant need throughout the first year of the
proposed schedule is time to do the work of leading change in the school. In the current
timetable, academic leaders meet for an hour on a biweekly basis to discuss issues of teaching
and learning. On alternate weeks, the larger change leadership team could meet. Additionally,
the full leadership team at the school should dedicate time at a meeting each month for an update
on progress so that all areas of the school not directly involved in the initiative are kept informed
and are able to support. Class coverage time will also be required for workshops and planning
retreats for committees and pilot project teams. With the school moving towards the
development of a new strategic plan, these types of workshops and meetings would be a normal
requirement of the planning process.
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Addressing stakeholder reactions and concerns. Although the scope of the potential
change at WCS is large, the timeline proposed is also substantial. Little work will be required to
increase internationalization, develop global competency, and apply a model of intercultural
learning in some curricular areas. In others, significant efforts will be required to make changes
to content and approaches. Departments that have already invested effort in exploring new
teaching strategies, have previously developed programs with a broader cultural or global focus
(such as the Grade 10 focus program), or who have been prompted to update programs due to
recent changes in curriculum (such as the social studies and languages departments) are likely to
be better positioned for the changes.
As outlined previously, I suggest the use of faculty and departmental volunteers to pilot
projects. This model has worked successfully in the past at WCS and allows feedback to be
incorporated into subsequent iterations of programs and capacity across the faculty to be
developed. As per the PDSA model, faculty feedback will be intentionally collected, analyzed,
and incorporated into progressive revisions of frameworks (Langley et al., 2009).
Resistance to change is common in organizations, especially those that have been
successful in the past (Cawsey et al., 2016). Cawsey et al. (2016) cautioned that the beliefs,
habits, and paradigms of employees in this situation may lead to resistance to change, even in the
presence of evidence suggesting the old ways are no longer sufficient. Despite the collaborative
growth mindset at the school, the change proposed touches on all aspects of the school, both
inside and outside of the classroom, and the need for support through this process must be high
on the leadership team’s list of priorities. Communicating effectively, sharing and celebrating
successes, and providing additional supports and resources for faculty throughout the longerterm implementation will be required. Global stewardship and intercultural competence are
complex concepts not currently well understood by the entire school community, as is
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demonstrated by an overall lack of progress in these areas. The concept of global competency is
also evolving over time, with new research and ideas to consider. While the focus of this plan is
on intercultural competency development, other elements of global stewardship are also
important. For example, recognizing that the environmental perspective is an equally valuable
and interlinked goal is important in achieving the overall goals of the school.
Change Process Monitoring and Evaluation
Driving the change process at WCS to achieve the goals of this OIP requires monitoring
and evaluating three main areas. First, the completion of key tasks throughout the planning,
development, and implementation phases should be carefully monitored to ensure coordinated
progress. Second, the impacts of the change on the culture of the school will need to be
monitored and evaluated in order to ensure that changes are positively impacting the leadership
approach and global stewardship development. Finally, the ultimate goal of this OIP is to
leverage the diversity of the student population, including the boarding community, to enhance
intercultural competency development. Thus, opportunities to measure the impact of this
initiative on the students is the third area requiring focus. Cawsey et al. (2016) noted the
importance of adaptability within change processes and being aware of emerging data that may
or may not align with the intended path. Continuously tracking and analyzing progress in all
three areas will provide data to further inform the implementation plan.
Feedback loops. Establishing an environment where feedback is encouraged,
appropriately collected, analyzed, and utilized is essential to the success of the PDSA cycle and
the OIP implementation process overall. Underlying all aspects of change monitoring and
evaluation is a commitment to honest, open, and effective feedback. Cawsey et al. (2016)
highlighted the importance of gathering and interpreting feedback while recognizing biases in
order to avoid “blind spots” (p. 103) that ultimately inhibit progress towards goals. With analysis
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of bias also playing a significant role in CRSL (Khalifa et al., 2016), carefully monitoring and
evaluating feedback processes in critical. In each area outlined below, the teams involved will
need to develop processes to gather, share, and analyze feedback and ensure that community
voices and all stakeholders are being included. Opportunities to collect feedback are outlined
later in the communications plan.
Monitoring implementation progress. As the change project moves through the four
key stages of the change path model (Cawsey et al., 2016), significant checkpoints will be
mapped out using a responsibility charting and reporting strategy through the use of SMART
goals as outlined previously. While the implementation plan outlined in Figure 4 shows the
intended timeline for transition between stages of the change path model, achievement of key
checkpoints will dictate the actual transition time. Shared electronic responsibility charting
documents are currently used by the senior leadership team at WCS as a tool for recording and
monitoring progress towards annual goals. A similar approach will allow the change leadership
team to identify who will be responsible for each aspect of the change project and how the
elements align over time. Reviewing progress and updating the responsibility chart will help to
keep all team members informed, promote ongoing work, and identify areas experiencing
difficulty or requiring additional resource investment. Responsibility charting is a researched
approach to managing decision-making and change in organizations suggested by Cawsey et al.
(2016) for supporting progress through the change path model.
Monitoring changes in school leadership approach. With a significant change in
incorporating an internationally focused, culturally responsive leadership approach, tools for
tracking progress are required. Along with a leadership statement for the school, a framework or
rubric was proposed in the solution to use as a tool for assessing practice. This aligns with the
equity audit that Khalifa (2018) advocated for as a foundational step in developing CRSL.
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An example of a possible rubric element is shown in Figure 6. This is a very simple
example of criterion for evaluating an activity, event, or celebration through the lens of the
internationally focused, culturally responsive leadership guidelines. While conducting an
inventory of school events, each would be evaluated against this criterion. Development of new
experiences and changes to current experiences would focus on shifting towards achievement of
the criteria at a higher proficiency level. This focus on shifting all activities toward the goals
reinforces the importance of the culturally responsive approach in the organization and takes
advantage of existing change and development processes.

Low Proficiency

High Proficiency

Activity/event/celebration promotes learning about other cultures.
Does not acknowledge
multiple cultures/applies only
a single approach.

Provides opportunity for
superficial learning about
cultures (food, flags,
festivals, famous people,
etc.)

Offers opportunities for
meaningful cultural learning
or interaction.

Provides opportunities for
critical reflection on one or
multiple cultures.

Figure 6. Sample rubric element for internationally focused, culturally responsive leadership
guidelines.

Examining how the internationally focused, culturally responsive leadership approach
impacts at the staff and faculty level in the school may be done with an equity audit, individual
interviews, and student or parent input (Khalifa, 2018). As noted in the professional development
section previously, cultural responsiveness may also become an element of teacher assessment.
Tracking all of the data collected may help identify challenges in implementation that require
additional support or professional development.
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Monitoring global stewardship and intercultural competency. Deardorff (2015) noted
that assessment in international education needs to match the context and goals of the
organization. Although simpler from a monitoring perspective, standardized tests and singular
assessment tools are unlikely to provide sufficient depth and breadth of data to accurately assess
the outcomes desired due to the complexity of the concepts being assessed (Fantini, 2009).
Instead, Deardorff (2011) advocated for defining terms and goals, prioritizing what is to be
measured at any given time, working with a team, and using multiple measures. This suggestion
does not mean that existing tools and measures are inappropriate for use; rather, they should be
used in combination with other strategies to gather multiple data points. In monitoring the
change proposed by this OIP, several key tools are explored in the sections below to measure and
evaluate the development of global and intercultural competency. Triangulation is a strategy
recommended in assessment to verify the validity of individual measures (Deardorff, 2011,
2015). If the data collected through the different sources are not leading to similar conclusions,
the assessment tools may need reevaluation or other factors may require further exploration.
The global competencies framework will require an accompanying rubric to examine and
track elements of student learning. Together with more extensive use of existing exit surveys, the
enhanced use of the IDI, and the creation of a new custom global competency assessment
(discussed later), WCS can collect data to support tracking changes, both over short and longterm time frames. As each element is developed, pilot tests in alignment with the PDSA cycle
should be conducted and feedback analyzed to inform future iterations (Langley et al., 2009).
Framework rubrics: School level. Multifactor rubrics will be created as tools for
measurement of global stewardship achievement. Using specific criteria to describe different
levels of achievement of goals provides a method for tracking change and progress (Deardorff,
2011). For example, the Association of American Colleges and Universities has established
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frameworks and descriptors for many skills that could be considered when establishing the
school’s own framework for global competency (McTighe Musil & Hovland, 2015). Drawing
upon elements of these frameworks in the creation of rubrics may allow greater connection with
research from postsecondary institutions. At the same time, Deardorff (2015) highlighted the
need for assessment of global competency to be specific to the institution. Consequently, many
different frameworks and rubrics should be explored in order to select elements that are most
applicable to the context at WCS to provide direction for current and future work.
With the type of feedback loops that are being established through the use of the PDSA
approach and pilot groups, a double-loop learning system is being established that could question
the values underlying decision-making processes (Argyris, 1976), particularly given the
increased use of culturally responsive leadership. As a result, priorities and the beliefs about
global competencies are likely to change over time. The framework and rubric will need to be
revisited regularly to ensure that they include elements that are relevant and helpful to the school
at that time while continuing to offer goals for the future (Deardorff, 2015).
Framework rubrics: Student level. At the student level, Deardorff (2015) suggested that
both direct and indirect methods of evaluation are necessary to determine intercultural
competency. Direct methods, such as assessment of projects, artefacts, and examinations provide
specific evidence of learning, while indirect methods, such as surveys or interviews, offer insight
into the perception of learning. Using the rubric developed to support the global competency
framework as a guide, assessment during a variety of learning activities should collect data on
these key competencies to provide ongoing formative feedback to students and teachers. At
WCS, a longitudinal student profile and portfolio is used to track involvement in school
opportunities, academic achievement, and unique learning experiences. Building the framework
into the student profile offers the opportunity to assess and report on the global competencies of
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each student. The school’s existing assessment coach, as outlined in Chapter 2, can work with
departments and teachers to select individual elements of the global competencies rubric to
include in assessment tasks and progress reports. This approach will allow feedback from the
rubric to be used formatively with the student for future programming and decision-making, and
in a summative manner for the school in establishing the effectiveness of implementation.
Exit surveys. WCS makes extensive use of exit surveys with graduating students and
follows these every few years with alumni surveys. Longitudinal data gathered from former
students offers the opportunity to determine the long-term success of the development of global
competencies as they apply in the real world. Carefully designing questions to measure these
outcomes is critical to revealing data that is valid, reliable, and helpful in assessing the success of
the change (Deardorff, 2015). Previous surveys conducted at the postsecondary level, such as the
CIRP Freshman Survey (Higher Education Research Institute, 2019), could provide useful
direction. Such data have previously been used extensively for analysis of intercultural learning
outcomes (for example, Chang, Denson, Sáenz, & Misa, 2006). Incorporating questions specific
to interactions with students from other backgrounds may provide helpful data for tracking
progress, as students should be reporting they had meaningful interactions with individuals of
different cultures if they are building intercultural competency (Deardorff, 2015; A. Lee, Poch, et
al., 2012). This summative survey at the end of each student’s experience at the school is
suggested given that each will have different experiences throughout their time at the school.
Processes are already in place in grade 12 to help students reflect critically on their experiences.
Exit interviews. Qualitative and anecdotal feedback is also likely to play an important
role in understanding the changing experience of students. Selective interviewing of graduating
students is proposed as a means to gather qualitative reports of opportunities for interaction with
other cultures and the impacts that this may or may not have on learning (Deardorff, 2015).
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Particularly given the focus on experiential approached to building intercultural competency, a
personalized one-on-one approach to data collection through interviewing may be effective.
Intercultural Development Inventory. As discussed previously, WCS has invested in the
use of the IDI to measure intercultural competency and has a number of faculty members
certified to administer and debrief the testing. This tool is designed to measure “orientations
towards cultural differences” (Hammer et al., 2003, p. 421) and intercultural competence through
a questionnaire and debrief. Given that the IDI was developed to support the DMIS model
(Bennett, 1993), and the alignment between this tool and the models of intercultural competency
selected (Bennett, 1993; Deardorff, 2006, 2020), the results from this assessment and the
conversations that it promotes should drive subsequent program planning. Initially, the tool could
be used to measure the competency of the faculty so that professional development opportunities
can be created. Over time, the level of intercultural understanding, both of students and faculty,
as measured through this tool should increase if the change initiative is successful. Next steps
with this tool include developing a strategy for implementation with all students and staff and
then tracking the data over time. For example, the survey could be completed upon entry to
Grade 9 (or upon arrival for later admissions) and in the final month of Grade 12. Multiple
measures spread out over several years provides longitudinal data.
Custom global competencies assessment tool. Finally, the school should develop a
custom assessment tool to examine global competencies. The framework provided by the PISA
assessment (OECD, 2018) offers the opportunity to develop an internal assessment tool to
measure selected competencies. Through multiple-choice questions and short scenarios, a custom
assessment could examine dimensions of global competence in various content domains and in
alignment with the priorities selected by the school during the implementation process
(Deardorff, 2015). The OECD assessment examines both knowledge and cognitive skills in
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evaluating all four domains outlined previously. A team will need to be established to create,
pilot test, and then implement a custom assessment tool as a summative data point that leverages
the research completed by the OECD. Such a tool could provide information both to the school
about overall progress and to the student on their achievement of school goals. This assessment
could be initially piloted with senior students to capture baseline data as the school determines
the most useful testing protocol. Alignment with the timing of assessment with the IDI
(previously proposed for grade 9 and 12) could prove useful in generating data points for
triangulation (Deardorff, 2015). Notably, this custom tool does not need to be exclusively a
written assessment and should incorporate the reflection and active experimentation aspects of
experiential learning.
Monitoring progress: Summary. Monitoring progress in the development of global
competencies is a complex challenge facing WCS. Careful design and selection of tools for
measurement, combined with a strategic approach to storing and analyzing the results, may yield
data that informs the leadership team about progress, provides useful feedback to modify the
change initiative, and presents opportunities to communicate with stakeholders about progress
towards achievement at various points throughout the change process.
Plan to Communicate the Need for Change and the Change Process
Recognizing that we value what we measure in organizations and that we should measure
what we value, the communication strategy in use needs to align closely with the monitoring and
evaluation processes in place. As feedback informs the change process, so too should it inform
the communication strategy (Cawsey et al., 2016). Even though many departments will be
involved in communicating about the change and progress towards the change, the change
leadership team should carefully monitor the communications strategy in order to be able to
respond to changing needs as new information becomes available. Recognizing that the school
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employs a distributed leadership model, clear communication within the change leadership team
is also required in order to ensure that there is a consistent message being delivered to all
stakeholders. Figure 7 provides an overview of the communications strategy and the linkages
between implementation, monitoring, and communications.

Figure 7. Communications plan outlining key information flow throughout the implementation
and monitoring processes.

Cawsey et al. (2016) identified four key objectives for a communication plan that may
increase the chance of successful adoption of the change. These include building awareness of
the need for change, helping members of the organization understand personal impacts,
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explaining structural changes required, and informing stakeholders of progress. Ultimately, this
OIP calls for a participative approach to change at WCS and the involvement of stakeholders is
both valued and essential. As a process informed by CRSL, community engagement is critical
throughout (Khalifa, 2018). Cawsey et al. also outlined the need for multiple media, face to face
opportunities, effective use of the various levels of leadership, engagement of opinion leaders,
and messaging that is personally relevant in an effective communications plan. For each
stakeholder group below, each of these elements are to be included. In developing the plan, the
strategies of stakeholder mapping and readiness for change charting (Cawsey et al., 2016) will be
employed to assist with identifying key individuals within the various groups who should be
closely engaged, either due to their role as an opinion leader within the organization or because
of their potential to be willing to engage early either for pilot projects or as a source of critical
feedback. This process is conducted in concert with the leverage analysis strategy outlined
previously to identify potential members for pilot project teams. Similarly, Khalifa (2018) stated
that CRSL can be supported by strategically inviting community members into the change
process to ensure that voices are heard.
Faculty and staff. Resistance and questions about the need to change are expected in any
change process (Cawsey et al., 2016). Yukl, Kim, and Falbe (1996) stressed inspirational appeal,
consultation, and rational persuasion as important strategies to get employees to engage in
requests and change processes. Khalifa (2018) calls for school leaders practicing CRSL to
promote a vision for the school focused on being inclusive, culturally responsive, and equitable
that is created in consultation with the school community. The three selected influence strategies
align well with this key CRSL approach. A meta-analysis by S. Lee, Han, Cheong, Kim, and
Yun (2017) supported all three tactics as being effective in greater achievement of both task- and
relationship-oriented outcomes. S. Lee et al. emphasized the importance of understanding the
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situational factors within an organization when selecting influence tactics to use, as these can
significantly affect results. Despite research suggesting that the impact of these influence tactics
depends on the culture the tactics are being used within (Stojanović-Aleksić & Krstić, 2016), the
North American context of WCS and current makeup of the faculty, with relatively little cultural
diversity or international experience, align appropriately with these three approaches. Similarly,
these three influence tactics align with behaviours of servant leaders (Northouse, 2019),
including an emphasis on valuing and empowering followers, maintain a focus on the overall
mission of the organization, and behaving ethically.
The role of the head of the school in the communications strategy should not be
understated. Cawsey et al. (2016) noted that a strong champion of change can have significant
positive impacts on the outcome. The champion can employ the inspirational appeal approach,
emotionally connecting individual employees with the overall vision of the organization and
building support for the change project. Sparrowe et al. (2006) noted that inspirational appeals
are particularly effective when there is a strong relationship between the leader and the
followers. Given the strong support for both the school’s leadership and mission (WCS, 2018b),
the communication plan should include an opportunity for the head of the school to address the
entire faculty and staff to outline the goals of the change process and build an emotional
connection between the well supported current strategic plan and the change proposed by this
OIP. The key to this messaging is to present the focus on global stewardship through a culturally
responsive lens as the next logical step in the implementation of the existing plan. The head of
the school can outline the rationale for the change in leadership approach and the connection
with the vision and values of the school. The opening presentation can include an outline of the
timeline for the development of the project, reassurance that the impacts on classes will be slow
and supported, and an invitation to engage in consultative processes or in pilot projects. The
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presentation may also be an opportunity to celebrate the achievements to date in the other areas
of the plan and build excitement about continuing to push forward.
The second approach shown to be effective is consultation (Sparrowe et al., 2006). In this
bottom-up approach, employees are involved in the development of the change and have
opportunities to provide input throughout the process. Effective listening has been linked with
greater influence in interpersonal relationships, so ensuring that change leadership team members
put an effort into hearing the thoughts of faculty and staff could be an important part of building
support for the initiative (Ames, Maissen, & Brockner, 2012). A workshop model has been used
at WCS in the past in order to review aspects of programming. Through workshops run as part of
the PDSA process, faculty can be engaged in exploring and contributing to the frameworks being
developed. This will help build understanding of the importance of an increased focus on
intercultural skill development and how the a CRSL approach helps to support students. This
model also provides the opportunity for change leaders to work directly with faculty and staff to
address any questions or concerns that are raised. Recognizing that skepticism towards the
initiative may provide valuable insight or perspectives (Cawsey et al., 2016), ensuring that
faculty and staff have an opportunity to be heard and for concerns to be shared with the change
leadership team connects the communication strategy with the desired feedback loops outlined.
Rational persuasion is the third strategy appropriate to use with the faculty and staff to
develop an understanding of the value of a more internationally focused and culturally
responsive approach (Sparrowe et al., 2006; Yukl et al., 1996). This process involves sharing
data and the rationale for the change in order to convince employees of the need for the change.
Presentation of relevant data, such as that collected through the survey of recent graduates
outlined previously (WCS, 2019a), demonstrates the need for a more intentional approach to
educating for global stewardship and intercultural skills. The rational persuasion strategy also
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aligns with the principles of a liberal arts education that WCS outlines as a guiding educational
philosophy (WCS, 2011) and with the critical self reflection of CRSL (Khalifa et al., 2016).
Governance. The same three strategies may be effective in communicating with the
school’s governance. Even though the ultimate goal of this OIP is to leverage diversity for
intercultural learning, framing the need for change as essential for remaining nationally
competitive, and ultimately globally competitive, aligns with the business perspective of many
members of the board. For example, evidence supporting academic gains resulting from crosscultural connections could be highlighted (Lewis et al., 2018). Similarly, data from business
contexts may be influential for board members. For example, Moran, Youngdahl, and Moran
(2009) outlined how intercultural competence may be an asset for business leaders and project
managers working in global settings.
The diversity of previous experiences of board members in their respective fields of
expertise may be helpful in developing the global competencies framework (Deardorff, 2015).
With many of them coming from various governmental and business roles, their input can
supplement the thinking of the educators at the school. Early involvement in the development of
the two frameworks may also promote buy-in at the board level through the consultative
influence tactic (Sparrowe et al., 2006). As the frameworks may be foundational for the
development of the next strategic plan, early support through these processes from the board will
facilitate the transition to the long-term implementation. Work will need to be done with the
board as well to develop cultural competence and an understanding of the leadership framework.
Students. Given the focus in this OIP on leveraging cultural diversity for learning at the
school, the voice of students is important to incorporate throughout the planning and change
processes. A key CRSL behavior involves the engagement of students, parents, and the
community (Khalifa et al., 2016). As students will ultimately be the ones learning about culture
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and participating in activities that expose others to their own cultures, building support for the
change initiative with the students is key for implementation. Deardorff (2015) noted the
importance of involving students in planning processes in order to increase their engagement
with globally-based programs and assessments. The experience of the students with respect to
the change is also likely to impact on the messaging with their families. Students will need to be
comfortable with the cultural sharing they are being asked to do. For example, students may be
queried to develop a greater understanding of the types of activities and interactions that would
allow them to express ideas, opinions, and their culture more effectively. Such change needs to
focus on authentic learning and not simply forced interactions (Gorski, 2019). In particular,
student feedback on the potential for the further exploration and implementation of the Arkoudis
et al. (2013) interaction for learning framework could be helpful in developing pilot projects.
Involvement in the development of projects through consultation and small focus groups may
help to increase the investment of students in the long-term goals (A. Lee, Poch, et al., 2012) of
deeper engagement in experiential intercultural learning.
Families. Even though families report a high level of support for the mission and
strategic plan of the school (WCS, 2016a), there is also an unspoken expectation that the
significant tuition investment being made will have a positive overall impact on the student’s
success. Sharing the potential positive outcomes of a broader global perspective and the
development of new competencies could be key to obtaining the support of families (S. Lee et
al., 2017). At the same time, CRSL principles highlight the need to “include both community
members and community-based knowledge in how schools are organized, managed, reformed,
and evaluated” (Khalifa, 2018, p. 146). The beginning of this process could include a
communication directly from the head of the school to families outlining the new direction,
highlighting opportunities to learn more, and inviting them to provide feedback. The school
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currently offers a series of educational workshops for parents in the evening throughout the year
to support initiatives and address challenges that have been identified. Moving forward, some of
these workshops may focus on the value of global stewardship competencies in the development
of students, particularly as they relate to the success of the students beyond their time at the
school, and become more collaborative. Parents can be provided an opportunity to give input on
the global competencies they see as most important for further development and inclusion in the
framework through a survey, a consultative workshop, and an invitation to email feedback to the
committee (Deardorff, 2015; Sparrowe et al., 2006). Ensuring that parents feel heard throughout
the change process may build support for the project and help the school through any challenges
that are encountered (Sparrowe et al., 2006; Yukl et al., 1996).
As the frameworks and strategies are developed and implemented, their role will need to
be shared broadly with families. Through start-of-year parent information sessions, newsletters,
and other school publications, the need for an internationally focused, culturally responsive
approach to developing global competencies will be outlined along with information on how
classroom activities may evolve. During parent–teacher interviews, teachers or advisors can
review the rubrics associated with the global stewardship frameworks with families and explain
both how assessment is done and what the impacts are on teaching and learning experiences.
Over the longer term, progress through development of global stewardship and specific
intercultural competencies can be reported as part of regular reporting channels, or new channels
such as student-led conferences, portfolios, or learner contracts (Deardorff, 2011). Through this
process, responsibility for the communication about the change becomes shared across multiple
levels of the organization.
Prospective families. Promotional documents and the school’s website could be revised
to communicate the change in focus at WCS. An overview of the frameworks developed should
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be available on the website for prospective families to review. Collaboration across departments,
including admissions, fundraising, and communications, will be required to ensure that
prospective families are aware of the degree of importance the school places on the development
of global stewardship.
Celebrating Progress
This OIP proposes a significant and long-term shift in the culture of WCS. Celebrating
achievement of progress towards the change goals offers the opportunity to confirm commitment
to the project, demonstrate that there is change taking place, and reduce stress (Cawsey et al.,
2016). Recognition of efforts and successes can be powerful motivators, particularly for
educators (Andrews, 2011), and should be continuously shared to maintain awareness of the
initiative. Within the distributed leadership structure proposed for this OIP, all members of the
change leadership team should be involved in celebrating achievements in order to ensure that all
of the affected stakeholders have the opportunity for celebration. From a servant leadership
perspective, celebration of the work of individuals within the team may reinforce the relationship
between leader and followers and promote increased commitment to the organization (van
Dierendonck, 2011). Celebrating successes also engages students and parents in the school, one
of the key CRSL behaviours (Khalifa et al., 2016).
In sharing the progress towards change, successes at each level should be highlighted.
Beyond measures of intercultural competency, positive outcomes in critical thinking and
problem solving skills (Bowman, 2010), the ability to interact with others (Chang et al., 2006;
Gurin et al., 2002), and informed citizenship (Denson et al., 2017) should be shared. This
includes the achievement of individual students, the experiential activities of classes and
teachers, the extracurricular experiences supporting global stewardship, the boarding program,
and school-wide measures. Within each of these, there are multiple opportunities and modalities
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for celebration. The school has face-to-face opportunities through assemblies and ceremonies, a
selection of print publications throughout the year, and electronic distribution. Although the
specifics of the celebrations are beyond the scope of this OIP and involve a number of
departments at the school, a number of key suggestions are outlined below.
Student level. As noted in the previous section, the school has developed an electronic
portfolio for each student through which progress towards global stewardship goals could be
tracked. Combining data collected through the student profile and selected exit interviews could
provide specific case studies to be shared. For example, the school could work with graduating
students to write and publish their stories in a way that highlights development of global
stewardship, intercultural competencies, and associated positive outcomes (Bowman, 2010) for
the school magazine and website.
Class and event level. Individual classes, events or other initiatives may be profiled
regularly in the school community as a celebration of progress towards goals. For example, the
communications team could collect stories about the experiential learning experiences that are
developing global competencies and include them periodically in the weekly electronic
newsletter distributed to all school families or on the website.
School level. Each fall the school publishes an annual report for the previous academic
year. In this document, key statistics and achievements are presented to families in a highly
visual format. Ensuring that achievement of global stewardship goals becomes a more prominent
component of the annual report demonstrates the importance of this initiative to the school.
Similarly, a feature issue of the semi-annual school magazine highlighting global stewardship
and the overall change project would be a high-profile way of sharing and celebrating.
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Board level. In communicating back to the board, key indicators may be shared in
addition to the annual report outlined above. For example, aggregation of shifts in the level of
global competency for students could be reported back and celebrated.
Implementation plan: Chapter summary
The third chapter of this organizational improvement plan highlighted the key steps
involved in beginning to implement change at WCS to leverage the diversity of the school
population, including the boarding program, in prioritizing, teaching, and assessing intercultural
competency development. This plan outlined the steps involved in shifting towards a more
culturally responsive leadership approach in the school and the implementation of goals for the
development of global stewardship in order to support greater intercultural learning. An outline
of the change implementation plan, the method for monitoring and evaluating progress, and a
strategy for communicating with stakeholders were all explored. Given the distributed leadership
model at the school, careful coordination between the implementation plan, collection of
feedback, and communication about the change initiative is essential to move through the
awakening, mobilization, and acceleration phases and towards the institutionalization of a greater
focus on intercultural competencies in support of global stewardship education (Cawsey et al.,
2016). The conclusions section will outline next steps and future considerations in implementing
this plan.
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Conclusions: Future Considerations and Limitations
This OIP outlines key steps that WCS can undertake over the next two years to build an
understanding of the meaning of global stewardship within the institution, incorporate an
internationally focused and culturally responsive leadership approach into decision-making,
assess the current teaching of global competencies through academic and extracurricular
opportunities, and increase the focus on intercultural competency development through
intentional, experiential interactions. However, this OIP is ultimately just a starting point for a
shift at WCS. The proposed path lays the groundwork for a multi-year strategic plan that focuses
on the long-term implementation and support of the tools developed. From the perspective of the
change path model, incorporation of global stewardship goals, continued work towards
developing intercultural competency and ongoing use of the new leadership approach into the
next strategic plan represents the institutionalization of the change (Cawsey et al., 2016).
Boarding schools in North America, and particularly at places like WCS where boarding
represents only a portion of the overall school population, have significant work to do to make
the shift towards a more intentional international focus on learning through diversity (Halicioglu,
2016). However, A. Lee, Poch, et al. (2012) maintained that there is “no classroom whose
educational goals will not be enhanced through deliberate, thoughtful, and well-designed
integration of diversity into its pedagogy” (p. 11). Deardorff (2011) expressed a similar thought
when she stated there is “a great need for programs to bring domestic and international students
together in meaningful interactions” (p. 72).
Even though many boarding schools in North America are highly focused on recruitment
of domestic students (TABS, 2013), pursuing the suggestions in this OIP allows WCS to
continue to focus outwards in a way that respects and celebrates the lived experiences of each
student. As work is done at WCS, sharing frameworks, rubrics, measurement tools, and feedback
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with other schools offers the opportunity to engage in dialogue about intercultural learning
practices in boarding schools. Continuing to engage with the literature focused on diversity and
international education is a key step in ensuring that the most current and relevant information is
being employed throughout the implementation of this OIP. Currently, relevant research and
articles are used to frame school leadership team meetings. Members of the change leadership
team are encouraged to continue to explore and share the literature on the many fields related to
global stewardship.
Several limitations are inherent to this work, three of which are presented here. First,
although in alignment with the current strategic plan, not all members of the school community
necessarily subscribe to the goals of the school. Second, the proposed strategy offers a response
to the conditions as they are currently at the school. With the rapid pace of change in education,
this approach may not be appropriate in the months and years required for implementation.
Finally, with increasing globalization, increasing costs of tuition, and decreasing enrolment in
independent schools explored earlier in this OIP, maintaining the level of diversity required to
truly achieve the goals of the OIP may be challenging.
The first limitation of this OIP is the assumption that all stakeholders subscribe to the
strategic plan and values of WCS. Focusing on global stewardship and shifting practice
accordingly does not necessarily align with the traditional goals of a university preparatory
school. For families whose primary goal is to make use of the school as a stepping-stone to other
prestigious institutions (Yeo, 2010), a change in focus may lead them to make different decisions
about enrolling their child at WCS. The school needs to be prepared for the possibility of
increases in attrition, decreases in rankings, and challenges to reputation during the transition
period. However, defining the organization in terms of global stewardship and an outwardlooking focus may distinguish WCS within the North American independent school system.
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Over the long term, a narrowed focus on global competencies may strengthen the school’s ability
to achieve objectives and ultimately strengthen its reputation.
Next, despite the solutions and strategies chosen to address the problem of practice,
supported by research and aligned with the leadership model at WCS, they are not the only
possibilities. The implementation period for this project extends over a period of at least two
years and into the next strategic plan. Driving the initiative forward while maintaining an
openness towards new information is critical in achieving the overall goals of this OIP (Cawsey
et al., 2016). The structure of the feedback systems and cycles proposed is intended to help the
school avoid moving ahead blindly through the implementation process without frequently
revisiting the overall goals, CRSL principles, and the vision of the school to maintain alignment.
Finally, leveraging diversity as a teaching and learning opportunity is contingent upon
there being diversity to explore. As outlined in Chapter 1, continuously increasing costs,
globalization offering alternative education opportunities, and a decreased demand for an
independent school boarding experience have influenced the number of students enrolling at
boarding schools in North America and where they come from (TABS, 2016). WCS will need to
continue to focus on providing the outreach, financial aid, and support systems required to
maintain elements of diversity within both the day school and boarding population, emphasizing
socioeconomic diversity as well as cultural diversity. The internationally focused, culturally
responsive leadership approach provides incentive to continue to develop this area.
In summary, this OIP attempts to provide a comprehensive and research-based approach
to managing change at WCS, but ongoing awareness of the limitations outlined above will help
the change committee to continue to reevaluate and make decisions in the best interests of the
school.
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Final Notes
WCS is fortunate to have a great deal of diversity within the student population and
supplemented by a strong boarding program. To date, diversity has not been leveraged
effectively as tool for intercultural learning; instead, the school has relied on incidental
interactions. Building an environment with an internationally focused and culturally responsive
leadership approach, using a global stewardship framework to drive learning, and developing
instruction to focus intentionally on intercultural competency development through experiential
interaction can help the school to prioritize, teach, and assess intercultural competency as a key
global competency. An intentional approach and the long term institutionalization of the
proposed change could help WCS to achieve the goal of preparing all students to engage with
important societal issues in our increasingly globalized world. At the same time, this intentional
approach can continue to increase the learning possible through the boarding program. Through
bold action now, WCS may transition from being a good regional institution to being a true
school of global significance.
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Appendix A: Summary of Dimensions of Organizational Change Capacity at WCS
Dimensions of organizational
change capacity
1 - Trustworthy leaders
2 - Trusting followers
3 - Capable champions
4 - Involved mid-management
5 - Innovative culture
6 - Accountable culture

Status and/or examples of preparedness at WCS

• More than 90% of faculty/staff are confident in the leadership at the school, and 95+% of
faculty/staff understand how their work contributes to the mission of the school.
• Highly regarded mid-level leaders champion global stewardship.
• High level of support from the leadership team and ongoing work with department-level leaders.
• History of development of innovative programs, such as the globally themed grade 10 program.
• Processes in place for leaders to follow through on goals set annually.
Symbolic
Frame

• Currently, many processes and rituals are ingrained in the culture of the school.
• Some transitionary rituals, such as theme week, are promoting structural change.

Political
Frame

• Currently, the school is driven by matriculation results and rankings.
• Changes to international assessments and the government curriculum will impact
programming offered at the school and subsequent rankings.

Structural
Frame

• Currently, little flexibility of time and space within existing structures.
• New spaces being constructed that may leverage time and space in different ways.

HR
Frame

• Currently, faculty are not representative culturally of the student population.
• New programs, such as diversity training, beginning to promote greater cultural
understanding within the faculty/staff.

7 - Systems thinking
8 - Systems communication

Note: Dimensions of organizational change are adapted from Judge and Douglas (2009). The
four frames model for analysis of systems is from Bolman and Deal (2013).
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Appendix B: Summary of Selected Solutions
Proposed
Solution

Structural
Considerations/Actions
(Time/Finance/Technology)

Human Resources
Considerations/Actions

Political and Symbolic
Considerations/Actions

1: Implement an
internationallyfocused, culturallyresponsive school
leadership
approach and
increase
internationalization
of programming

• Complete inventory of
resources/practices from
international and cultural
perspective and supplement
as required;
• Develop framework and
training for culturallyresponsive decision-making;

• Employ one or more ‘culture
coaches’;
• Consider the use of
community resources for
cultural learning;
• Consider change in hiring
policies to focus on culturallyresponsive capabilities and
diversity of faculty;

• Review Core Values from a
critical perspective;
• Critically assess the approach
to celebration at the school
and the role of culture;

2: Articulate global
stewardship
competencies and
assess skills

• Establish a team to develop a
global competency framework;
• Develop tools, including
technological options, for
assessment and tracking
progress towards global
competency;
• Significant time investment
required;

• Professional development on
global competencies to build
skill of faculty and ability to
assess;
• Further development of
assessment coaches to
support measurement and
reporting of global
competency;

• Significant board decision and
support required to establish
global competencies as the
strategic direction for the
school;
• Create recognition and
celebration opportunities for
global competencies;

3: Implement an
intentional model
of intercultural
learning and
measure
intercultural
competency

• Review of intercultural
practices;
• Develop intentional
intercultural learning
framework;
• Time required for assessment
of intercultural competency;

• Use of culture coaches and/or
community resources to
provide professional
development in intercultural
competency;
• Resources to support students
through facilitated reflection on
cultural experience and
learning;

• Build understanding and
acceptance of the need for
reflective conversations;
• Develop meaningful ways to
share and explore culture
across the school;
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Appendix C: Sample SMART Goals for Change Leadership Team
Specific

Measurable

Attainable

Relevant

Time-Bound

Short-Term Goals—Within First Year
Demonstrate a commitment to developing an internationally focused, culturally responsive leadership approach at WCS by the start
of the fall 2020 term.
Specific requirements of
the statement are
outlined.

Task completion is
measurable.

Research available
supports creation of the
statement.

Key to investing time and
efforts in a new
leadership framework.

Fall 2020

Draft a research-informed set of guidelines and key questions for decision-making processes to support the new leadership focus by
the end of the fall 2020 term.
Specific requirements of
the statement are
outlined.

Task completion is
measurable.

Research available
supports creation of the
statement.

Draft framework is
required to begin
development.

Fall 2020

Support the development of faculty competency through the development of a scope of work and hiring a culture coach by the end
of the fall 2020 term.
A specific role is being
identified and filled to
support faculty.

Task completion is
measurable.

Staffing processes are in
place to identify potential
candidates.

Essential component of
professional
development plan.

End of Fall 2020

Demonstrate commitment to a global competency framework by the start of the winter 2021 term through preparation of a draft.
Outlines a specific
product to be produced.

Task completion is
measurable.

All work throughout the
first two terms is focused
toward this goal.

Foundational to all other
subsequent steps.

Start of Winter 2021

Complete small-scale surveys of school programs and courses/curricula using the frameworks before the end of the winter 2021
term.
The number of elements
to be surveyed is
specific.

Two separate processes
involved—completion is
measurable.

Framework structure
should make it possible
to complete assessment.

Provides initial feedback
on both key frameworks.

End of Winter 2021

Mid-Term Goals—Within Two Years

Rewrite a minimum of five courses or major activities to reflect a focus on global competencies as pilot projects for implementation in
the 2021/2022 school year.
Specifies a number of
courses for the pilot
project.

Task completion is
measurable.

Small-scale roll-out
selected to promote
attainability.

Completing with five
courses permits future
scaling to all courses.

End of Summer 2021

Produce, distribute, and educate faculty on the Global Stewardship Competencies Framework and the Internationally Focused,
Culturally Responsive Leadership Guidelines by the end of the winter 2022 term.
Three distinct tasks
associated with each
framework are specified.

Three subgoals identified
within this broader goal.

Timelines align with pilot
projects and feedback
processes.

Implementation of both
frameworks is key for
long-term goals.

End of Winter 2022

Long-Term Goals—Sample Items for Inclusion in Next Strategic Plan

Rewrite 90% of courses with a focus on global competencies and include at least one intentional opportunity for intercultural learning
by fall 2023.
A specific number of
courses is identified for
change.

Each course can be
tracked and marked for
completion.

Timeline provides more
than a year for course
review and development.

Long-term goal of this
OIP requires additional
focus on competencies.

Fall 2023

Attain exit survey results in which 75% of students report that their interactions with boarding students improved their intercultural
competency by the end of the new strategic plan.
Specific target and
audience specified for
surveying.

Exit surveys can include
specific questions about
interactions.

Feedback loops are
designed to continue
increasing this measure.

Long-term goal of this
OIP is to increase the
value of boarding.

Goal to complete by end
of next strategic plan.

